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ABSTRACT
The EL (English learner) population is rapidly growing in the United States. ELs most often are finding themselves placed in classrooms without ESOL trained teachers. In the social
studies curriculum, United States History often is regarded as one of the hardest courses for newly arrived immigrants due to the unfamiliarity of the content (Dunne & Martell, 2013). The absence of culturally relevant instruction also contributes to the potentially overwhelming nature of
the social studies curriculum for ELs. The purpose of this study is to determine the extent teachers’ and tutors’ use of culturally relevant biographies during social studies instruction fosters engagement in social studies instruction among Latino English language learners.
The research study was inspired by the work of Margaret Peters, retired Dayton, Ohio
United States History teacher and author. In 1969 Peters wrote a book entitled, Striving to Overcome, Negro Achievers. The book featured twenty-one short biographies and pictures of African
Americans who had impacted the history of the United States. Peters’ purpose for creating the

book was to “free” young Americans from prejudice (Watras, 2012). In significance to this
study, eight culturally relevant biographies were available to the participants.
The purpose of this research is to evaluate the value of incorporating culturally and linguistically relevant biographies into ESOL social studies instruction. The study answered two
questions: (1) How do ESOL teachers and tutors perceive culturally relevant biography integration during United States History instruction? and (2) How does the use of culturally relevant
biographies impact teacher and tutor reported student engagement with EL Latino students? The
following research methods were employed: participant interviews, field notes, observations, and
participant reported student engagement questionnaires. The findings of this study showed benefit for student engagement among Latino ELs. The participant base largely echoed that studying
historical individuals relatable to students was better than studying historical events. Participants
all said they would use culturally relevant biographies in future instruction.
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1
1 THE PROBLEM
“Immigrants are still in United States we have been helping the economy it’s time to
give us some hope to do better in this country ” (personal written communication,
Junior ESOL student).

As I drive home from work, my reflective nature causes me to think about the parallels of
society to my classroom. Gate City’s dreaded outer loop interstate, I-947, is an example of the
current state of Latino education. Many of the cars are slowly moving down the crowded interstate, while a few have the opportunity to take the exit ramp and move at much faster speeds.
The Latino students are on Cyclone Junction, Gate City’s worst intersection of I-947, and are
moving at a snail’s pace. "The City Too Busy to Hate" (Hartsfield, 1960) is also too busy to care.
How I became an ESOL Social Studies Teacher
In May of 2012, I was interviewing for new jobs. As a teacher who dedicated herself to
teaching against the “white way” of United States History, I believe I had brought a new perspective to my affluent, private school students. My approach was not favorable to some of their
parents and one curriculum coordinator. On my new school search, the biggest criterion was a
diverse classroom. I wanted to teach students with a variety of economic backgrounds, life experiences and ethnicities. My search led me to one of the most diverse high schools in a large
southern metropolis city.
The current school administrator discussed my never used ESOL teaching endorsement
during my interview. Without hesitation and with a big smile on my face, I stated I would love to
teach social studies courses to ELs. While the statement was the truth, the thought of actually
instructing a classroom full of ELs caused much anxiety.
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When I was offered the teaching position at Washington High School (pseudonym), I
gladly accepted and from that point on my educational interest was changed forever. My teaching assignment included five United States History classes and one sheltered, a class with only
ELs, World History class. As a seasoned United States History teacher, I spent the summer preparing to teach World History to English learners.
The letters “E”, “S”, “O”, and “L” can be extremely terrifying to many social studies educators. These letters cause feelings of uncertainty in much of the teaching workforce, as most
social studies teachers do not receive in-depth training in the field of ESOL education. As a
monolingual, white teacher from the dirt roads of rural South Georgia, I had never had the opportunity to interact with EL individuals in my hometown. An interview in Sports Illustrated (2015)
described my hometown as,
Country. …A city of roughly 30,000, some 30 minutes from the Georgia–South Carolina
border. “Like if you’re driving in from Atlanta or Augusta, you just see cornfields.”
“That type of country.” Stilesboro, a pseudonym, is known for its university, Southeastern, a pseudonym, and the fields of cotton, peanuts and corn that spread for miles outside
the city limits.
My sole experience with ELs came from the sixty hour course requirement in my undergraduate
program to receive an ESOL endorsement. My own schooling experience was comprised mostly
of white and African American populations. I had minimal interaction with individuals different
from me, even though I attended schools where whites were a minority. The interaction I had
with African American students outside of the school day was sparse except for the one African
American girl on my tennis team, who also happened to be my wind ensemble stand partner, and
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the four African American girls on the cheerleading squad. My family structure, home life, and
social context often kept me separated from minority groups.
My undergraduate and master’s programs at Public Flagship State University, a pseudonym, was comprised of mostly white students. As a young adult, I did not even recognize the oppressive nature that had been unintentionally instilled in me by way of small town rural southern
living. The more I read, the more I could see the framework on which my life was built was not
the reality of the larger world in which I lived. I started to realize as I matured how much my
thoughts have changed along with who I am as an individual.
My educational journey and teaching career has been a transformational expedition. Over
the last 10 years of college (Bachelor’s, Master’s, Specialist, and Ph.D.), my mind has been
opened and my perspectives broadened. I am now advocating for a group that less than 10 years
ago, I would have unintentionally marginalized. Powerful experiences have shaped my life and
have been a source of daily reflection. The values of my childhood and religious beliefs are still
present, but they are now much more inclusive. The separation from my family ideology has
been one of the most challenging parts of the entire process, but has forced me to stand firm in
my new beliefs and perspectives.
The 2012-2013 school year was fabulous. Teaching high school ESOL was completely
different than teaching native speakers. I loved being able to see the direct result of my teaching
everyday through the new words my students were able to acquire. The ability to teach someone
to speak, read and write in English is special and hard to convey on paper.
I requested more ESOL courses for the 2013-2014 school year. I was given a push-in
United States History course, a model of teaching where an ESOL teacher “pushes in” to a content teacher’s classroom to help with language instruction, and had the opportunity to teach shel-
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tered World History again. Even after teaching mainly United States History for five years, I
struggled to engage my ELs in the curriculum. The ELs came with different skills sets other than
United States History knowledge because they had not attended United States elementary and
middle schools, which made each day a challenge and an adventure as I tried numerous techniques to peak their interest in the content. For the entire school year, I felt like a politician campaigning for student engagement. At times, the biggest challenge was the 20 native speaking students in the classroom. The general education teacher would ask questions and native speakers
would quickly respond. My ELs felt lost and questioned how the other students knew so much
background information. While the push-in model is a valuable teaching structure, I believe it
does not work well for the instruction in United States History since native speakers have the advantage of growing up in the United States surrounded by the context of the course.
I spent the summer reading ESOL literature and trying to find out how I could help my
students want to learn United States History. We had a good rapport when I was their teacher in
sheltered World History. I had incorporated their countries into the standards based curriculum
as much as possible. The ease of adding in my students’ home countries to United States History
instruction did not exist. Additionally, the course came with a state mandated test at the end of
the year.
For the 2014-2015 school year, I asked to teach United States History in the sheltered
model. According to social studies and EL scholars, Cruz and Thornton (2009) United States
History is one of the hardest courses for emergent bilingual and trilingual students. I needed my
students to feel comfortable to ask questions, and I needed to change their perspectives on the
curriculum. These changes only became possible when twenty native speakers did not surround
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them. Even though progress was made when I had a room with only English learners, I was still
facing many of the issues from the prior year.
While engaging native speakers in the “dead people, dates and wars” of United States
History is challenging, I thought I was able to successfully complete this task in my five years of
teaching general education United States History. My United States History for general education courses were being used as a model for other teachers. I prided myself on the fact that every
day’s lesson was full of activities and I rarely stood in the front of the room lecturing. I was
brought in multiple perspectives and constantly fought the traditional “white way” of teaching
United States History. All of this hard work was even evidenced in test scores. My on-level students had the highest scores in the school on the state United States History exam multiple years
in a row.
The Great Shift
As I shifted my teaching focus to ELs only, I found it challenging to replicate the success
I had in my classroom with native speakers. Nieto (1999) wrote,
As Paulo Freire (1970b) proposed many years ago, teaching and learning need to be
thought of as reciprocal processes in which students become teachers and teachers become students. If this observation is the case, then teachers no longer simply deposit
knowledge into students’ minds; rather, teachers become actively engaged in learning
through their interactions with students (p. 142).
From my personal experience, many of my students’ backgrounds were completely ignored by
the state standards and social studies resources for elementary and secondary students featuring
English learners were difficult to locate. The search for culturally and linguistically responsive
materials for my classroom full of Latino students became a treasure hunt.
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The ESOL population is increasingly growing in diversity and in numbers (Nieto, 1999).
As an ESOL social studies teacher, I was constantly looking for ways to help students understand
new concepts, especially content that related to United States History. The ESOL United States
History classroom reveals many triumphs and challenges. ELs come with a variety of valuable
experiences and content to share with their peers. Students have the opportunity to share their
perspectives and rich culture with their classmates even when confronted with an unfamiliar curriculum that often devaluates their background (Fernández-Armesto, 2014). Students’ language,
culture, and experiences should be included in the curriculum (Cummins, 2001). Even though
late arrival students are “able to transfer language and literacy concepts that they had already developed in their first language” (Gunderson, D’Silva, Odo, 2012, p. 154), United States History
content knowledge is another barrier. Often times by eleventh grade, American born students
have studied United States History up to three different times during fourth, fifth and eighth
grade (Georgia Standards, 2015). New arrival students most often have never previously studied
United States History (Short, 1994).
Additionally, ELs are quickly trying to grasp concepts familiar to American born students
in the classroom. United States History is regarded as the hardest content for recent immigrants
to achieve success (Dunne & Martell, 2013). As a high school ESOL social studies teacher, I encouraged students to think critically on their own background by drawing on their past experiences. Additionally, I want the students to reflect on the culture of American society (Cummins,
2001), in order to build a solid foundation for the high school United States History content.
Furthermore, reading is an essential skill needed for all students to gain social studies
concepts (Short, 1994). Reading and writing skills acquired initially through the native language
provide a foundation upon which English language development can be built (Cummins, 2006).
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The reading must be of appropriate Lexile level in order to engage the student in new concept
matters. Often times, ESOL students are overwhelmed by a Lexile level that is too high and by
the content information in the textbook, as they learn to write and read in English (Cummins,
2006). ELs should have a United States History curriculum that allows them to share their valuable experiences and study culturally relevant content.
In addition, a larger problem relates to first-generation adaptability and the influence on
second-generation immigrants. The literacy of the first generation directly affects the second
generation. The ability to learn to read while gaining social studies concepts will help to alleviate
parts of the triple segregation (race, linguistics, and socio-economic status) many immigrants
face in schools (Suárez-Orozco, Suárez-Orozco & Todorova, 2008). By eliminating linguistic
differences, students are more likely to stay in school and become effective and literate members
of American society. Teachers should offer opportunities to communicate about social studies in
multiple formats, such as writing, pictures, and oral responses (Short, 1994).
Statement of Subjectivity
I am a white woman. I only speak English, although I studied Spanish in middle school,
high school and college. I was raised in the Christian faith. I was raised in the Methodist church,
but in my early twenties I became a member of a non-denominational church. I was born in rural
South Georgia and have lived in the Southeast my entire life. Both sets of my grandparents lived
within ten miles of my home. My extended family lived within thirty minutes of my small town.
My father spent most of his life as a plant worker and my mother is a bookkeeper. My maternal
grandfather was an Air Force veteran, farmer and employee of the local correctional office. My
paternal grandfather was a Navy World War II veteran, and a F.D.I.C bank examiner turned
banker after retirement. Additionally, he held an MBA from the University of Florida. My moth-
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er and my father did not attend a four-year college. I was raised in a working class home and attended public school.
As I started studying social studies education, English for speakers of other languages,
and political science in my undergraduate work at the Public Flagship State University, I could
feel myself starting to change in my thinking. I was inspired to become involved with a mentoring project, which worked with children who lived in low-income housing in the surrounding
town. The program became my biggest agent of change. I began to work with Nicki, a pseudonym, a kindergartener from the local housing project. I was able to see what I always thought
was true; all people deserve the opportunity to be treated equally. My mother, along with the rest
of my family initially did not think the program was safe (due to the location) nor understand the
purpose of my volunteering. Nicki began to change my mother and my sister, as well. After nine
years, and a move to the Gate City, Nicki and I are still working together.
My theoretical shift in understanding through my work with Nicki, played a major role in
my teaching career. I began to understand that children were born in to certain situations that
they could not control. The societal ills I was experiencing in my own classroom seemed too
large for one educator to fix on her own. I have gained insight on collaboration for an end to subtractive schooling. Subtractive schooling “divest youth of important social and cultural resources, leaving them progressively vulnerable to an academic failure” (Valenzuela, 1999, p.3).
The reality of our different upbringings and classroom experiences aided in the teamwork that
our school systems need desperately. For example, Paulo Freire, Gloria Ladson-Billings, Nel
Noddings, Sonia Nieto and Greg Michie are all from different backgrounds, but still have a
common focus on social justice education. I have learned from each of these authors that com-
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passion for the world and for education is the key to change. Each author also expresses a need
for reflection in order to make changes to current practices. Freire (1970b) states,
Education as the practice of freedom- as opposed to education as the practice of domination- denies that man is abstract, isolated, independent, and unattached to the world; it also denies that the world exists as a reality apart from people (p.62).
As an educator, I believe it is important to reflect daily on my classroom in order to ensure that
my classroom environment is conducive to the type of learning I want to take place. The biggest
impact on my classroom teaching took place when I switched from teaching social studies at a
rural private school and moved to a diverse public school in the city. The diversity of the student
and faculty population greatly impacted my teaching career.
In developing curriculum, the real question is what is the purpose of education? I believe
the purpose of social studies educators is to produce effective citizens who have the ability to
think critically, solve problems and see others as equal members of society. Although I am aware
that one person cannot represent an entire group of individuals, I believe one person can share
his/her own life experience and new perspectives with others. Michie (2008) states,
I think that’s kinda what keeps me going: I want to be able to look back at my life at the
end and say I did something that meant something. I don’t want to be just an average person. I want to stand out. I want to be able to say that I actually made a difference (p.188).
Like Michie, I would like my educational transformation to be an inspiration to others.
I truly enjoyed my time teaching high school ESOL social studies classes. The time spent
with those students are some of my fondest memories as a teacher. I can still replay conversations and “ah ha” moments that took place in my classroom. My students inspired my work. As a
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teacher, when I used culturally relevant biographies, my students appeared more engaged and
remembered lessons more.
Research Problem
My research is inspired by the work of Margaret Peters, retired Dayton, Ohio United
States History teacher and author. In 1968, Mrs. Peters assumed the position of full-time resource teacher in Negro History. While in this position, Mrs. Peters wrote a book entitled, Striving to Overcome, Negro Achievers. The book featured twenty-one short biographies and pictures
of African Americans who had impacted the history of the United States. Many of the people
discussed in the book were lesser-known African Americans (Watras, 2012). “The hope was that
such information would help free young Americans from the burden of prejudice” (Watras,
2012, p. 185).
The aim of the book was to “remedy omissions and correct distortions about the contributions and tribulations of Black people” (Watras, 2002, p.185). The low Lexile level text and pictures made the book easy to understand and easy for teachers to incorporate into their lessons.
The book also helped to ease tension between racial groups. Mrs. Peters believed “such lessons
taught White students that Black people made important contributions to society and they gave
Black students reasons to be proud of their heritage” (Watras, 2002, p. 186). Through her book,
Mrs. Peters was able to show the success of many African Americans even though they had to
overcome many obstacles and challenges (Watras, 2012).
The purpose of this study is to try and replicate Mrs. Peters’ success. Instead of African
Americans however, the study will focus on teachers and tutors of elementary Latino ELs using
culturally relevant biographies. “The school failure of culturally diverse students, particularly
African American, Hispanic, and Native American students is well documented” (Irvine, p. 3).
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ELs traditionally struggle in learning United States History because they are new to the content
knowledge (Short, 1994). I believe that the absence of culturally relevant curriculum also contributes to the overwhelming nature of social studies for ELs. In the state where the tutoring center is located, the high school United States History standards include the word “immigrant”
twice. Once is in reference to Ellis Island and the second mention is connected to immigration
restrictions. Cesar Chavez, an activist for migrant farm workers, is a sub standard of the 1960s
time period. In the elementary standards, the word “immigrant” is not included in the social studies standards. Cesar Chavez, is a sub standard for third graders. Chavez is included in a lengthy
list of other individuals. Neither “Latino” nor “Latino/a” are mentioned in the elementary or high
school standards (state standards, 2004). The state standards might be viewed as disheartening
for Latino students. Sixty- one percent of Latinos in the state where the tutoring center is located
identify as Mexican or Mexican American (Pew Research Center, 2011). “Mexico” is mentioned
once in reference to the Mexican American War (state standards, 2012). Certainly, a large portion of land that compromises present-day Texas, New Mexico, Arizona and California at one
point were under Mexican rule. A history of memoirs and people could be taught. The middle
school social studies content focuses on state history and world history.
History of ESOL
Throughout the history of the United States, education has been guided by federal, state
and local government legislation. The policies and procedures enforced by the United States
government (e.g. Fourteenth amendment, Lau v. Nichols, and Plyler v. Doe) have created academic wars within American school systems over how teachers should instruct their student
population. Naturally, major theories of second-language literacy teaching have been created and
evolved. Some of these changes are a result of the enduring nature of schools and government
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control. “Language diversity in North American has ebbed and flowed, reaching its lowest level
in the mid-20th century. But it has existed in every era, since long before the United States constituted itself as a nation” (Crawford, 2004). Educational legislation has impacted second-language
theories and methods either purposefully or indirectly.
Furthermore, Americans have historically struggled with language diversity (Ramsey,
2010). As the white men of yesteryear dominated North America from “sea to shining sea”, they
spread and imposed the English language. Tribal languages of the Native Americans and African slaves were regarded as savage-like. Theodore Roosevelt (1901), the twenty-sixth president
of the United States stated, “We have room for but one language in this country and that is the
English language, for we intend to see that the crucible turns our people out as American, of
American nationality, and not as dwellers in a polyglot boarding house.” The movement in support of English only education has been brewing in the United States well before the debates
took place in the late 1980s. The monolingual image of the United States discounts the number
of people have who have been filtered through the polyglot prism (Crawford, 1998).
Subsequently, laws and reforms have opened and shut doors for English learners. Mendez
v. Westminster and Brown v. Board stated that separate was not equal for school children. Equal
opportunities are still not present for minority students. Following, the Civil Rights Act of 1964
mandated alternative language programs for students with limited English proficiency. Lau v.
Nichols and the Equal Educational Opportunity Act of 1974 reaffirmed that all students should
have equal access to education. Plyler v. Doe 1981 used the 14th amendment to uphold that all
children have the right to schooling. Oppositely, Goals 2000 and No Child Left Behind 2001
slammed doors on the reality of what was feasible in ESOL classrooms while simultaneously
cancelling bilingual programs (Menken, 2006). “No educational issue has proven more contro-
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versial than how to teach linguistically diverse students” (Cruz and Thorton, 2009, loc. 259). The
teaching of English to newcomers has been an area of contention since before the United States
entered into world wars.
At different time periods, Americans have been more accepting of second-language acquisition than at other time periods. Carlos Ovando categorizes chronologically, the receptiveness of people and government towards language minority individuals: The Permissive Period
(1700s- 1800s), The Restrictive Period (1880s- 1960s), The Opportunist Period (1960s - 1980s),
The Dismissive Period (1980s- present) (Ovando, 2003). Unfortunately, early timelines show
that language minority oppression happened more frequently when students were not of European descent. German and French bilingual programs were joyfully introduced, while Native
Americans were stripped of their language. In the 1700s and 1800s European immigrants created their own non-English speaking schools (Ovando, 2003). In 1839, Ohio adopted a bilingual
education law specifically for German-English instruction. Louisiana followed suite in 1847 allowing for French- English instruction (Rethinking Schools, 1998). On the contrary, in 1864 Native Americans were prohibited from speaking and teaching their native languages. By 1900
more than 600,000 students were receiving education in German (Herrimann & Burnaby, 1996).
An opinion that perspectives on second-language teaching are rooted in race can be formed with
this history. Despite considerable adversity, second-language learning researchers have prevailed, banded together, and sought the best for the language minority children of the “United”
States. “Immigration is not a phenomenon of the past” (Nieto, 1992). Though a variety of
methods originally focused on memorization and lack of practice, the quest for hands-on practical teaching is at the forefront of ESOL instruction.
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The addition of culturally and linguistically relevant stories and pictures can serve as a
resource for teachers to add in Latino historical activists into the classroom. “Stories educate us
about ourselves and others; they capture our attention on a very personal level, and entice us to
see, know, desire, imagine, construct, and become more than what we currently are (Gay 2010,
pg. 3). I want to explore if culturally relevant biographies in ESOL social studies instruction will
allow Latino ELs to be more engaged in the content. Neito (1999) states students will feel more
empowered in classrooms when they are able to see themselves in the curriculum.
Theoretical Framework
The framework for this study is based on a combination of caring, culturally relevant
pedagogy and linguistically relevant pedagogy. I came to culturally and linguistically relevant
pedagogy through the Nel Noddings work on caring in schools. I believe teachers choose to use
culturally relevant pedagogy and linguistically relevant pedagogy are doing so because they care.
“The caring attitude, that attitude which expresses our earliest memories of being cared for and
our growing store of memories of both caring and being cared for, is universally accessible”
(Noddings, 2013, p.5). My own teaching career has played the largest role in my choice of theoretical framework. My own self-study highlighted knowledge about my teaching practice (Dinkelman, 2003).
A theoretical framework that directs the research process reinforces social science research. I will explore how teachers implement culturally relevant biographies when teaching EL
Latino students. The framework for this research is supported by the epistemology known as
constructionism. Crotty (1998) explains constructionism as “is the view that all knowledge, and
therefore all meaning reality as such, is contingent upon human practice, being constructed in
and out of interaction between human beings and their world, and developed and transmitted
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within an essentially social context” (p. 42). Constructionists believe social phenomena cultivate
in social context. People engage with ideas differently due to the nature of their backgrounds,
experiences and beliefs. Constructionism allows researchers to study how United States History
teachers and tutors implement culturally relevant biographies in their instruction. The ability to
view all data collected in a holistic approach with special attention taken to social context will
allow the researcher to project quality data.
Multicultural education has been in the forefront of social studies education research. Lisa Delpit, Gloria Ladson-Billings and Sonia Nieto are all advocates for including a diverse array
of people in curriculum. In Other People’s Children, Delpit states curriculum only empowers the
dominant culture and that by not teaching students about their culture, schools are disempowering them. Delpit (1995) brings forth a very valid point, “A white applicant who exhibits problems is an individual with problems. A person of color who exhibits problems immediately becomes a representative of her cultural group” (p. 38). She calls teachers to take the responsibility
to use their classrooms as a place to educate and empower students. In Dreamkeepers (2009),
Ladson-Billings states, “culturally relevant teaching is a pedagogy that empowers students intellectually, socially, emotionally, and politically by using cultural referents to impart knowledge,
skills and attitudes” (p. 20). Due to the infrequences of appearance in the classroom, “lucky” (p.
202) children end up classrooms with culturally relevant teaching (Ladson-Billings, 2009). Ladson-Billings (2009) argues that a classroom should be a community for learners and not include
the competitive attitude that can sometimes be associated with classrooms. Additionally, she advocates for teacher preparation programs to prepare students to teach minority students (2009).
Nieto calls for teachers to embrace diversity and use it as a teaching tool in their classrooms.
“Teachers in the United States, who are primarily White, middle-class, and monolingual, have
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had limited experiences with diverse populations, and they frequently perceive of diversity in a
negative way” (Nieto, 1999, p. 132).
Noddings, author of Educating Moral People, is an advocate for transformational over
transmissional educating. She is an advocator of the Deweyan approach to education. “Dewey
urges us not only to conduct education ethically but also to work toward the education of moral
citizens, and his discussion of moral education is important even today, “ (Noddings, 2002, p.
77). Noddings supports experiential learning in regards to moral education. She believes children
must be cared for in order to be caring individuals. Noddings finds it necessary for students to
experience morals before they are able to understand them. She does not think that morals
change drastically over time or across the globe. Noddings approach to moral education uses
experiences and stories in the classroom to teach young people about societal morals. Morals can
be taught by using empowering Latino historical activists.
Of course stories may be inspirational, and they may portray heroes. But more important,
stories may help us to understand what happens- why people who are usually good sometimes give way to temptation or even evil, how whole tribes and nations can go wrong,
how we are led to betray our friends out of fear, how we try to be good and become confused over what “good” means, how thoroughly dependent on one another we are for our
moral goodness (Noddings, p.9).
Noddings believes the purpose of schooling is to prepare all young people to participate in society. Teachers who engage students in empowering lessons featuring individuals, who look like
them, will have students eager to be engaged members of the citizenry.
Jacqueline Irvine also supports of culturally responsive teaching. Irvine’s (2001) four
critical elements that support culturally responsive pedagogy include:
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1. Culture is a powerful variable that influences teaching and learning processes.
2. Effective teaching and research is compatible with and supportive of the principles of
culturally responsive pedagogy.
3. Teacher knowledge and reflection are important considerations when designing and implementing a culturally responsive lesson.
4. High standards and high expectations are important components of culturally responsive
pedagogy (Irvine & Armento, 2001, p.4).
The concept of culturally responsive teaching is one of both logic and emotions (Irvine &
Armento, 2001). The use of culturally responsive teaching practices is directly related to my
study. Teachers must be conscious and cautious of their interpretations and classroom applications in order to create an authentic classroom where discourse is encouraged. Preservice teachers should be mindful to not further exclude the diverse students in their classrooms (Irvine &
Armento, 2001).
Beverly Armento has conducted extensive research on culturally relevant classrooms and
teachers. Armento’s (2001) basic beliefs of culturally responsive educators include:
1. Hold high academic and personal expectations for each child.
2. Provide for each child equitable access to the necessary learning resources and sufficient
opportunities to learn.
3. Ensure that learning outcomes are meaningful, relevant, useful, and important to each
child.
4. Nurture learning-support communities for each child (families, peers, homework hotlines,
community centers).
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5. Facilitate the maximum growth of each learner by making informed academic adaptions
that match and build upon the learner’s prior knowledge, experiences, skills, and beliefs.
6. Build positive and supportive school and classroom learning environments that are
grounded in mutual and genuine respect for cultural diversity.
7. Promote classroom climates built on social justice, democracy, and equity.
8. Promote individual empowerment, self-efficacy, positive self-regard, and a belief in societal reform.
9. Value diversity as well as human commonalities.
10. Believe that it is their role and responsibility to provide effective and empowering instruction for each child (Irvine & Armento, 2001, p. 20-22).
As a monolingual ESOL teacher, my first instinct to help teach my students social studies
content was to care for them. “There is much to be gained, both academically and humanly, by
including themes of care in our curriculum” (Noddings, 2007). I have never “walked in their
shoes”, and I cannot imagine what it is like to move to a new country in high school without
knowing the language. “Caring involves stepping out of one’s own personal frame of reference
into the other’s” (Noddings, 2013). Through caring, I began to search for a way to make my students’ transition to American high school more enjoyable and impactful. Additionally, I wanted
to find pictures and stories that would encourage them to speak and write. “Teachers must learn
how to recognize, honor, and incorporate the personal abilities of students into their teaching
strategies” (Gay, 2010). My caring-based classroom quickly became a classroom where the use
of culturally and linguistically responsive resources were used on a daily basis.
In my own classroom, I originally incorporated nonfiction children’s books into my curriculum to give students the ability to take ownership of their learning. Many of these stories are
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written on a lower reading level and the pictures allow students to truly understand the action
that is taking place. Stories also are a powerful means for people to establish bridges when other
factors separate them (such as race, culture, gender, and social class), to penetrate barriers to understanding, and to create feelings of kindredness (Gay, 2010 p. 3). Furthermore, the stories allowed me to bring the students’ home culture into my classroom. From the beginning, I could see
an excitement in my students. The connection to the content was a powerful experience.
Purpose statement
The purpose of this study is to determine if ESOL teachers’ and tutors’ use of culturally
relevant biographies will impact engagement in social studies instruction among Latino English
learners.
Research Questions
•

How do ESOL teachers and tutors perceive culturally relevant biography integration during United States History instruction?

•

How does the use of culturally relevant biographies impact teacher and tutor reported
student engagement with EL Latino students?

Significance of the Study
“It (United States History) is arguably the single most important course ELs take as it can
serve as an introduction to American culture” (Cruz & Thornton, 2013). The significance of this
study is to understand if the use of culturally and linguistically relevant biographies impacts engagement among Latino ELs during United States History instruction. Nieto (1999) argued, “Because these are the students who have borne the brunt of devastating educational failure, I have
chosen to focus especially on them; moreover, when schools are made better for them, they become better for everybody” (p. xviii). ELs traditionally struggle during United States History in-
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struction. The results of this study will be beneficial to sheltered and push-in ESOL teachers, elementary teachers, authors of state standards, and institutions training preservice teachers. Gay
(2010) believes “teaching is most effective when ecological factors, such as prior experiences,
community settings, cultural backgrounds, and ethnic identities of teachers and students, are included in its implementation” (p. 22).
The variety of secondary-language teaching theories and methods establishes broad curriculum choices for teachers. Teachers must be aware that their choices for their classroom set
the stage for the English learners' success in American schools. I believe that culturally relevant
teaching, high expectations, relationships and support are vital for successful ELs and programs.
When teachers can use their craft to provide a transformative classroom instead of a transmissional classroom, students are prepared to be effective citizens in a changing society. As the
number of English learners grows in the American public school system (Cruz & Thornton,
2008), it is important to remember that all children have the right to a quality education. Education should not be hindered or withheld based on race, linguistic ability or socio-economic status.
I hope highlighting the limited inclusion of immigrants, especially Latino, in the state
United States History standards will serve as a call to action for state curriculum developers. Nieto (1999) argued, “...the primary goal of education: to promote the education and achievement of
all students, but particularly of students who too often are dismissed as incapable of learning and
who consequently end up as the dismal statistics of school failure” (p. xvii). The Latino ESOL
population is continually increasing in the southeastern United States. The Latino population
grew from 1.7% in 1990, to 5.3% in 2000, to 9.1% (or 907,400) in 2013 in the tutoring center
state (American Immigration Council, 2015).
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Furthermore, this study will serve as a resource for educational institutions to use with
preservice teachers. The study will also serve as a tool for professional development for current
teachers. ELs are spending more time in mainstream classrooms rather than in sheltered instruction (Cruz & Thornton, 2008). The need for general education teachers to provide instruction to
ELs is on the rise. The number of linguistically and culturally and diverse students are entering
public school and teachers are responsible for making content accessible for all students (Ruiz,
2011).
Assumptions
The assumptions of this study are that the current ESOL Latino population will continue
to rise. Furthermore, a concern is that the southeastern United States will continue to have a lack
of qualified ESOL teachers. Currently, less than three percent of all teachers have earned a degree in ESL (University of Michigan, 2008). The third assumption is teachers are going to see
adding culturally relevant pedagogy as “one more thing” in their every growing list teaching responsibilities. The fourth assumption is many teachers will believe that Latino ELs do not have a
chance at being successful in United States History instruction. The final assumption is that
teachers will believe the use of culturally and linguistically relevant biographies deviates too far
from state standards.
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Definitions
ACCESS (Assessing Comprehension and Communication in English State-to-State)- refers to
the test used to identify English-language learners, place them into appropriate programs, and
measure their academic progress and English acquisition (Abbott, 2014).

Culturally relevant biographies- this term is defined as a book that tells a historically accurate
story of a real person's life. Additionally, the student needs to be able to identify with the historical figure. Examples include culture, language, race, ethnicity, and religion.

Culturally responsive pedagogy- this term is used interchangeably with several terms such as
culturally responsible, culturally appropriate, culturally congruent, culturally compatible, culturally relevant, and multicultural to describe a variety of effective teaching approaches in culturally
diverse classrooms. These terms all imply that teachers should be responsive to their students by
incorporating elements of the students’ culture in their teaching (Irvine and Armento, 2001).

Culturally and linguistically responsive pedagogy (CLR) – the validation and affirmation of the
home (indigenous) culture and home language for the purposes of the building and bridging the
student to success in the culture of academia and mainstream society (Hollie, 2013).

Culturally relevant stories and pictures- this term is used to describe stories and pictures that are
relatable to students’ backgrounds.
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Engagement- “mental investment in the educational activities within the class setting” (Moore,
2015).

ESOL- English to Speakers of Other Languages: refers to the teaching of English to students
with different native or home languages using specially designed programs and techniques. English as a second language is an English-only instructional model, and most programs attempt to
develop English skills and academic knowledge simultaneously (Abbott, 2014).

EL/ELL- English learner/English language learner: student who is unable to communicate fluently or learn effectively in English, who often comes from non-English-speaking home and
background, and who typically requires specialized or modified instruction in both the English
language and in their academic courses (Abbott, 2014).

Language minority students- see ELL/ELs. Students who are not of the language majority (English) in the United States public school classroom.

LEP (limited English Proficiency) - Students who have limited oral, written, and reading skills in
English.

Linguistically responsive –refers to the use of instruction appropriate for the students’ ACCESS
level.
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Push-in instruction/Push-in- refers to a model of teaching where an ESOL teacher “pushes in” to
a content teacher’s classroom to help with language instruction.

Sheltered instruction/Sheltered- refers to programs in which English-language learners are “sheltered” together to learn English and academic content simultaneously (Abbott, 2014).

Visual literacy- refers to the ability to read, analyze, critique, produce, and communicate with
visual images. The term visual literacy has evolved since its first use in the late 1960s. The
basic foundational beliefs that in order to be visually literate one must learn the skills to analyze
and critique an image and constantly practice those skills in meaningful experiences (Nix & Bohan, 2014).

Visual text- refers to visual images. The term, originated by Werner (2002), demonstrates that
visual images can be read utilizing similar methods as those used to read written texts. Furthermore, the term visual text also infers that visual images have cultural meanings and implications
that should be examined and interpreted. By using the word ‘text”, Werner (2002) wants to emphasize the work required to read and analyze an image (Nix, 2015).

Overview of the Study
This chapter provided an overview of this study using culturally and linguistically relevant biographies to engage Latino ELs in United States History content. This chapter includes
an introduction, research problem, theoretical framework, purpose statement, research questions,
significance of the study, assumptions of the researcher, the definitions of terms to be used
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throughout the dissertation, and the organization of the study. Chapter two is a comprehensive
review of the literature concerning this study. Chapter three is an overview of the study’s methodology. Chapter four includes the data collected from the six teachers and tutors. Chapter five
contains a cross-case analysis of the six teachers and tutors. Chapter six delivers the conclusions, implications and recommendations for further research.
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2 REVIEW OF THE LITERATURE
“Our formal attempts to teach patriotism to [the immigrant] and his children… assume(s)
that experience and tradition have no value” (Addams, 1907).

Introduction
The purpose of this study is to determine if ESOL teachers and tutors’ use of culturally
relevant biographies will impact engagement in social studies instruction among Latino ELs. The
goal of this chapter is to review the literature on using culturally relevant biographies with EL
Latino students, with particular attention of their uses in United States History instruction.
The methodology employed in this chapter to gather research on culturally relevant text
for EL Latino students in United States History instruction, started with the two most recent editions of the Handbook of Research on Social Studies Education. Neither the 1991 nor the 2008
edition have chapters dedicated specifically to social studies education for English to Speakers of
Other Languages (ESOL). The 2008 edition, however, did include one chapter by Geneva Gay
(1991) on culturally diverse students and the role of social studies. There has been little research
on the effects of social studies content and instructional strategies for culturally diverse students
(Gay, 1991).
A thorough search of the university databases was the second search methodology employed. Keyword phrases and words relevant to the topic were searched (i.e. Latino social studies, Hispanic social studies, ESOL social studies, EL/ELL social studies, teaching late arrival
immigrants). Additionally, specific social studies journals were searched. These journals included Theory and Research in Social Education, Social Studies Research and Practice, Social Education, The Social Studies and The Georgia Social Studies Journal. The results of these searches

27
indicated a literature gap and a disconnect of social studies education from the ESOL teaching
community. A small handful of publications are available on the instruction of ESOL social studies courses or instruction. The search validated the need for research on the topic of ESOL Latino social studies, since very limited resources exist despite the rapid growth of the population in
United States classrooms. The main concepts relating to culturally relevant United States History
instruction for EL Latinos were gathered from the search and include: preservice teacher preparation, current teacher transformation, and inclusive curriculum.
The idea for this study was born out of the frustrations of my own classroom experiences.
The annoyance caused by the curriculum was not from the students, but from the curriculum.
Why teach the students content that they view as completely irrelevant to their lives? My job of
teaching United States History standards to Latino ELs seemed neither important nor necessary
to my students who were struggling with the daily oppression of subtractive schooling. Valenzuela (1999) argues that schools subtract resources from immigrant youth by dismissing educational needs and creating assimilationist policies. From my own classroom experiences, I saw
subtractive schooling through English only instruction and lack of ESOL certified teachers
statewide to instruct the rapidly increasing number of immigrant students.
Reeves (2002) serves as a model for research. Her work reveals in a southern state that
teachers like ELs, but do not like them in their classrooms. Many of the teachers confess that
they felt incapable of teaching a English learner. Reeves (2006) continues her research of teacher
attitudes toward English learners in their mainstream classes. Reeves found similar responses in
her 2002 dissertation, but also includes political questions on whether English should be the national language. ESOL instruction and politics are closely related. Teachers may have political
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beliefs that make them not want to teach immigrants or enhance United States History instruction
to include minority groups.
Youngs (1999) offers another perspective of mainstream teachers perceptions of ESOL
teachers. Since Youngs (1999) research is conducted in Great Plains it offers a different insight
from Reeves (2002) southern study. Youngs and Youngs (2001) researched predictors of mainstream teachers’ attitudes toward ELs. Youngs’ and Youngs’ study will serve as a guideline for
interview questions in this dissertation study. Their predictor scale looks at teacher training,
teacher education, teacher political beliefs and teacher classroom practices to predict the teacher
attitude toward ELs. This research helped to develop the pre-observation questions for ESOL
social studies teachers.
Claire (1995) also serves as model research. Her research on mainstream teachers is relevant to this dissertation study. Claire examines how mainstream teachers and ELs interact and
work together. The weakness in her research is the time at which it was conducted since ESOL
populations have risen exponentially in the last ten years. Claire’s (1995) initial reactions and
findings of teachers display a pre- No Child Left Behind perspective.
Dunne and Martell (2013) describe the difficulties social studies teachers have teaching
America’s past to the nation’s newest Americans. Dunne and Martell highlight the students’ new
expose to United States History content as a main difficulty. Dune and Martell’s work helped me
to develop questions based on actual feelings of teachers. They claim that United States History
is the hardest class for immigrants. Their findings allowed me to form questions about implementing culturally relevant biographies in United States History. Additionally, Jiminez Silva and
Hinde (2013) examine how social studies teachers address the needs of ELs in their classrooms. I
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used research and feedback to help construct interview questions based on current teachers’ instructional practices.
The literature reviewed in this chapter focuses on the teachers of ESOL social studies
content. In the first section, I review literature about preservice social studies teachers and their
coursework and experiences during their education programs. In the second section, I examine
literature relevant to current social studies classroom teachers and their transition to becoming an
ESOL social studies teacher. In the third and final section, I focus on teacher educator calls for
more inclusive curriculum for ESOL social studies content.
Preservice teacher preparation
This section of the literature review provides an overview of preservice social studies
teacher preparation as it relates to ESOL instruction. The topics explored in this section are (1)
the lack of ESOL social studies teacher professional development, (2) culturally relevant social
studies teacher preparation, (3) the teaching of the “other side” of history, (4) race and how it
impacts the social studies classroom, and (5) the need for additional ESOL social studies course
work for preservice teachers.
The kind of training teachers receive has a direct impact on classrooms. When teachers
are not instructed on how to teach ELs, they are unable to meet their job requirements and needs
of students. Furthermore, since most teachers will teach ELs during their careers, teachers need
adequate education on how to do so effectively (Center for American Progress, 2014). Until recently little attention has been paid to the amount of schooling general education teachers need to
learn essential skills in order to teach the growing number of ELs (Center for American Progress,
2014). A call has been made for colleges and universities to add ESOL teaching instruction to
the curriculum for all teacher preparation programs (Fenner, 2013). Additionally, a growing
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need for ESOL teacher preparation programs exists, since the current growth of ELs is not being
mirrored in the university level teacher education course requirements (NEA, 2008).
A scan through several major universities in the South (e.g. University of Georgia, Georgia State University, University of Alabama, Auburn University, University of Mississippi, University of Tennessee, University of North Carolina) course requirements for social studies education initial preparation programs reveals an absence of courses on ESOL teaching methods. The
University of Florida does require social studies teacher candidates to take course work related to
ESOL instruction. A similar search was conducted for early childhood education preparation
programs. The University of Florida and Georgia State University were the only programs that
offered ESOL teacher certification and courses alongside early childhood coursework. The
ESOL population in southern states has grown more than 200 percent from 1998 to 2008 (National Clearing House, 2014), most dramatically in Georgia and South Carolina. The rapid
growth leaves little time for education preparation programs to incorporate ESOL teaching strategies into general education content classes (NEA, 2011). While the majority of ELs enter school
in elementary schools, specifically kindergarten, about 43 percent of immigrant students enter in
middle and high school (NEA, 2011). Statistics predict close to 50 percent of general education
teachers will teach an ESOL student and only 2.5 percent of teachers have degrees in
ESOL/bilingual instruction (Colorin’ Colorado, 2014).
Public schools are continually shifting as students become more culturally, linguistically,
and economically diverse (Castro, Field, Bauml & Morowski, 2012). Even though today’s teachers are viewed as being more open to classrooms with components of diversity, social justice and
public service, social studies research shows that multicultural education is not necessarily part
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of instruction. Castro et al. found that preservice teachers differ significantly in their views of
multicultural education. Multicultural education was interpreted by some as human relations
multicultural education and by others as social justice multicultural education. Additionally,
many preservice teachers saw social studies as a course about citizenship. These different definitions and interpretations of social studies content could impact the culturally relevant foundation
of these courses. Universities play a key role in drawing on cultural diversity through initial field
placements and practicum. Lastly, Castro et al. stressed the importance of College of Education
partnerships with elementary and secondary schools to help foster culturally responsive teaching
after preservice teachers leave their respective universities (2012).
The key to adding more classrooms with culturally relevant curriculum is teaching preservice teachers the skill of historical inquiry (Salinas & Blevins, 2014). This practice would allow preservice teachers to understand some of the dominant and oppressive ideologies that control public school history curriculum. When being instructed in this manner, the preservice
teachers indicated a growing consciousness of the one sided problem of the official curricula.
Preservice teachers felt misled by the traditional textbooks regarding curriculum choices and began to question many aspects of the history curriculum. Preservice teachers must engage in historical inquiry in order to develop cultural responsiveness (Block, Torrez, & Manfra, 2014). The
culturally relevant classes focused on historical inquiry allow preservice teachers to learn skills
necessary to instruct students in a manner that questions the dominant curriculum and promotes
an inclusive democratic society simultaneously (Salinas & Blevins, 2014).
Preservice teachers must learn to use resources that students bring to the classroom (e.g.
bilingualism) (Block, et al., 2014). Once preservice teachers learn that every student comes with
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a story to share, true culturally responsive teaching can take place. Preservice teachers who learn
to build their future classrooms on a culturally relevant foundation, will educate students who are
engaged citizens and empowered by their prior knowledge and prior experiences (Block, et al.,
2014). Students who can build on their past experiences will be more likely to connect to social
studies content.
According to Sevier (2005), preservice teachers must be taught in a way that models culturally relevant pedagogy. Since a majority of teachers hail from the dominant group, most likely
they will probably teach how they were once instructed. Preservice teachers need to learn culturally relevant teaching practices that will help prepare them to work with diverse student populations. If preservice teachers are not instructed in this manner, they will continue the pattern of not
focusing on the cultural backgrounds of the students (Sevier, 2005).
One way preservice teachers can improve is to review, reflect and react (R3) in regard to
culturally responsive teaching (Fitchett, Starker, & Good, 2010). R3 teaches preservice teachers
to critique curriculum, incorporate primary source documents, develop historical empathy, examine multiple perspectives, and engage in student-centered instruction. This approach allows for
students to explore the marginalized minorities in the social studies curriculum. The R3 model
demonstrates culturally responsive teaching can be accomplished in the elementary and secondary social studies classroom if cooperating and preservice teachers participate (Fitchett, et al.,
2010).
Teachers must be prepared for today’s diverse classrooms. Colleges of Education should
allocate time to prepare culturally responsive teachers (Jeser & Fickel, 2013). Forty-five percent
of students in public school are ethnic minorities and eighty percent of teachers are white (Na-

33
tional Center for Educational Statistics, 2015). Many public school teachers’ experiences are limited to cross cultural experiences. Jeser and Fickel (2013) observed the phenomena as it played
out in public schools in Alaska. The cultural differences contributed to teacher separation from
community, teacher deficit orientation, and a disconnected curriculum developed by the state.
Jeser and Fickel (2013) believe instructing preservice teachers using a culturally responsive
framework that focuses on culturally relevant teaching will cultivate sociocultural consciousness.
Additionally, Jeser and Fickel (2013) made a call for direct engagement with culturally relevant
epistemologies. The authors believe this framework will help preservice teachers move past the
separation phenomenon by having the teachers engage in student communities. Furthermore, culturally relevant teaching standards will aid in making preservice teachers more responsive to the
communities in which they teach (Jeser & Fickel, 2013).
Teachers of color play a large role in teaching through a culturally responsive framework
(Achinstein & Ogawa, 2011). Achinstein and Ogawa (2011) explained teachers from minority
groups tend to value their culture and want to bring their culture into the classroom. Additionally, the authors call to diversify the racial make up of the teacher force since currently only seventeen percent of teachers are from minority groups. Teachers of color will be committed to serving educational needs of minority students and diversifying the classroom (Achinstein & Ogawa,
2011). Lastly, the Achinstein and Ogawa (2011) suggested need to employ culturally and linguistically relevant teaching practices. They believe culturally relevant teaching practices will
help to shift the classroom focus from raising test scores to empowering students through the
curriculum (Achinstein &Ogawa, 2011).
The literature concerning preservice teachers shows many common themes. These in-
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clude: (a) preservice teachers need to be taught to construct culturally relevant lessons (b) preservice teachers need to have culturally relevant lessons modeled for them in their social studies
education classes, (c) preservice social studies teachers want to learn about the “other” side of
history, (d) preservice teachers need to be aware that race is a crucial part of the social studies
classroom, (e) preservice teachers need colleges to additional course work to prepare social studies teachers. The literature on preservice teacher instruction of ESOL social studies content is a
testament to the growing need for teacher instruction. The rise in newcomers and the lack of education teachers are receiving in ESOL instruction will be a determent to American public
schools. The use of culturally relevant biographies in United States History courses could be a
part of the solution.
In-service Teacher Transformation
This section of the literature review provides an overview of in-service social studies
teachers’ transition to ESOL social studies teachers. The areas under review are the (a) growing
need for ESOL social studies teachers, (b) in-service ESOL teacher development, (c) ESOL
classroom changes, and (d) complex and abstract nature of social studies content.
Many current teachers do not feel prepared to teach ELs (NEA, 2011). Professional development in ESOL instruction strategies for current teachers is critical.
Many teachers feel unprepared to make these accommodations and others feel
that it is a disservice to the English proficient students in the classroom because
by using modifications for the ELs, none of the students will be prepared for the
high stakes tests (Ruiz, 2011, p.67).
Additionally, teachers are reporting that they do not have the skill set to teach ELs (NEA, 2011).
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“Evidence from states and districts suggests that ELs are not receiving the high-quality languagelearning services mandated in the Supreme Court cases” (Slama, 2014, p. 223). Subsequently,
many teachers also believe that there are not enough ESOL professional development opportunities at their current school or county (NEA, 2011).
A shortage of qualified ESOL teachers persists (Short, 2002). Yet, the United States is
continuing to grow in cultural and linguistical diversity. Estimates suggest that ninety-percent of
new immigrants are non-English speakers (Short, 2002). Additionally, one in five school aged
children are not native speakers of English (Short, 2002). One of the biggest issues facing American public schools is that many teachers have not been taught how to teach language skills. Additionally, many social studies teachers believe teaching language is not part of their course description (Short, 2002).
ESOL social studies courses in the United States are needed (Spzara & Ahmad, 2006)
due to the significant difficulty of the content, such as new vocabulary and abstract concepts.
The literature suggests that many schools do not offer these courses for their student populations.
The lack of courses can be attributed to a variety of factors: (a) practicing teacher professional
development, (b) funding, (c) teacher interest, (d) high stakes testing, and (e) teacher preparation
programs. When sheltered, ESOL only, instruction is not offered for ELs they are pushed into the
mainstream classroom. This push-in classroom creates a multitude of challenges on its own.
Teachers are expected to keep classroom pace for native speakers, while teaching English language skills and content to their English learners (Spzara & Ahmad, 2006).
Demand for ESOL social studies teachers is growing exponentially (Weisman and Hansen, 2007). The number of ELs has doubled over the last 10 years to nearly 10 million (Weisman
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and Hansen, 2007). The linguistic demands on current social studies teachers is rising as the
number of cultures and languages that are introduced into their classrooms increases. Students
enter American classrooms with a wide variety of schooling backgrounds, ranging from no formal school to years of formal schooling. Social studies is often regarded as one of the hardest
classes for ELs to learn due to the many abstract concepts that appear throughout the course (e.g.
liberty, justice, responsibility, and democracy). Sheltered instruction of ELs allows teachers to
teach content and academic language together (Weisman and Hansen, 2007).
Social studies content is often extremely difficult for ELs (Wang, Many, & Krumenaker,
2008). Different social studies background, comprehensible input, and academic language requires that teachers use a variety of differentiation techniques to instruct students (Wang, et al.,
2008). Thorton (2009) calls for at least “modest” training in order to make significant classroom
changes. He advocates for the teachers to enhance the curriculum to meet the needs of diverse
learners. Additionally, Thornton (2009) calls for language teacher specialists and content teachers to work together to develop a plan for different content areas.
Teachers need to have the instructional ability to know how to give students multiple
ways to access content (Wang, et al., 2008), such as culturally relevant biographies. They need to
use various forms of assessment to measure student growth areas, such as listening, speaking,
writing and listening skills. Differentiation of classroom assignments is needed due to the various
ability levels of ELs that teachers may have in their classroom. Finally, smaller class sizes should
be considered when courses have ELs (Wang, et al., 2008). Smaller class sizes allow students
more teacher interaction, differentiation of the social studies content, and a safe place to practice
English skills.
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The key to successful ESOL social studies classes is for teachers to learn about their students (Weisman & Hansen, 2007). The ability to build off of the students’ background
knowledge allows teachers the opportunity to connect curriculum to their students. Additionally,
it is helpful for students if teachers emphasize and repeat key class concepts. Teaching with visuals, such as charts, graphs, drawings and gestures is also extremely important aspect of ESOL
social studies teaching strategies. Classrooms that adopt practices helpful for ELs also allow the
social studies teacher to facilitate rigorous curriculum and active participation (Weisman & Hansen, 2007).
However, ELs in mainstream social studies classes face difficult challenges because the
content depends heavily on English language proficiency (Short, 1994). Students often come to
class with linguistic, cultural and geographic knowledge of their home countries. Teachers could
connect this information to their United States History courses in order to help with relevant
teaching. Additionally, many newcomers are learning about of United States History for the first
time (Short, 1994). ESOL social studies instruction is a difficult transition for teachers since
American born students often come to class with general knowledge United States history. Furthermore, many students coming to the United States may have never participated in courses like
social studies; therefore teachers need to teach basic concepts of class discourse. Lastly, students
may come from cultures where they have not been taught to question the text, examine multiple
voices, or look for bias (Duff, 2001).
Social studies classrooms can be difficult places for new immigrants (Cho & Reich,
2008). Specific vocabulary is required by to master the state curriculum. The curriculum standards often assume extensive background knowledge on the part of the student (Short, 1994). Ad-
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ditionally, the reading level of the course is often higher than most ELs have mastered (Cho &
Reich, 2008). The biggest difficulty comes when teachers give students few opportunities to
connect the social studies content to their own lives (Cho & Reich, 2008).
The majority of United States high school ELs are foreign born (Franquiz and Salinas,
2011). “Secondary school teachers face remarkable challenges when they are asked to incorporate language objectives for English learners into a subject-area curriculum such as social studies” (Franquiz & Salinas, 2011, p.196). The concept of teaching English in content areas is a
requirement for many middle and high school teachers. Historical thinking and the use of primary sources can help students gain valuable social studies content and English skills. The use of
culturally relevant ideas helps teachers to cultivate the teaching of the English language and social studies concepts. While some teachers welcome the challenges, others feel limited in their
knowledge of effective EL teaching strategies. Yet, the growing language diversity is still evident across the United States. The incorporation of writing skills in small quantities is a great
way for ELs to demonstrate their newly gained content knowledge (Franquiz & Salinas, 2011).
The most important contact immigrant children will have with native-born Americans is
with their public school teachers (Cho & Reich, 2008). Families often travel to the United States
for the opportunity for a better education. Many links exist between educational attainment and
economic success. The barriers to academic success many immigrant children face are due to
limited time to gain English proficiency. The need for English proficiency after one year is not
realistic when it often takes five to seven years to become fluent (Cho & Reich, 2008). Students
are expected to perform at an English level that is essentially unattainable shortly after arriving
in the United States. Low English proficiency leads to academic barriers and unsuccessful stu-

39
dents.
Many new immigrants face marginalization in the classroom when their experiences are
ignored (Cho & Reich, 2008). ELs are often lumped together in one classroom, even when they
students are all very different and hail from a variety of countries. The students vary in age,
length of residency in the United States and language ability. Additionally, differences exist in
the year they entered American schooling and their own home country’s formal education process. Furthermore, family education and socioeconomic status vary widely. Moreover, the student’s exposure to American practices plays a huge role when they immigrate to the United
States (Cho & Reich, 2008). Students who have been exposed to Western style classrooms are
more likely to question text, examine content from multiple perspectives, and participate in
classroom discussions (Cho & Reich, 2008). In other cultures, these practices are not common.
Teachers often feel challenged by having ELs in their classrooms (Cho & Reich, 2008).
The students’ present limited English skills and United States background knowledge to their
social studies course instructors. Secondary teachers are in the practice of instructing students
who have been taught social studies content in earlier years. Under this new and changing classroom climate, teachers are asking for bilingual instruction, cultural understanding and ESOL instruction strategies. The frustration of teaching ELs frequently stems from the helplessness and
doubts of the teachers’ instructional strategies of the teacher (Cho & Reich, 2008).
Teachers must teach students age appropriate English in order for them to understand
complex social studies concepts (Short, 2002, Cruz, B. & Thornton, S., 2008). According to
Short (2002) teachers must instruct students how to understand the language, content, and the
task they are to complete. The Language-Content-Task framework should be considered to serve
as a model for social studies classrooms. Many teachers focus their class on content objectives.
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Teachers need to focus on instruction of vocabulary comprehension, paraphrasing, vocabulary
development, and reading comprehension. While many teachers have not been educated about
how to teach language, they can still practice identifying language objectives (Short, 2002), such
as showing mastery in reading, listening, writing and speaking. The highly technical and abstract
content paired with the discourse style of the classroom makes the learning environment difficult
for ELs since the students do not have fully developed English skills (Brown, 2007).
Reading in the social studies classroom is particularly challenging for ELs because they
typically are being exposed to United States History content knowledge and grade level vocabulary (Brown, 2007). Social studies teachers ought be mindful that academic English is very different from social English (Brown, 2007). Even when it appears that students have gained English skills, they still need modifications in the social studies classroom. ELs encounter many issues when reading social studies texts. The students have no immediate feedback, few graphs,
limited pictures, unpredictable sequences, and mismatched prior knowledge. Social studies
teachers should consider the background knowledge and vocabulary needed to complete assignments. Additionally, teachers ought to consider adding content maps, unit outlines, guided questions, and easy-to-read text to their classroom lesson plans. When students are able to read and
understand materials that stimulate their intellectual interests, they are able to develop academic
reading skills (Brown, 2007).
Social studies teachers need to gain ESOL instruction strategies in order to make their
classrooms a place for creating an inclusive civic vision (Cho & Reich, 2008). The way ELs
comprehend content is a needed addition for the social studies curriculum. The speech rate and
the speed of the teacher’s classroom instruction is an adjustment that will help ELs to learn key
vocabulary. The use of visual aids and written instructions also helps students to be more suc-

41
cessful. Additionally, the awareness of the students in the classroom plays a major role in social
studies instruction. Teachers need to think like an outsider when preparing lessons in order to
make the concepts more comprehensible. “If we are not able to meet young immigrants’ needs,
we risk losing their generations’ energy and brilliance” (Cho & Reich, 2008, p. 240). Serving the
needs of the ELs in the social studies classroom is a professional and civic responsibility of all
teachers (Cho & Reich, 2008).
The literature regarding current teacher transformation has many common themes. These
include: (a) a need for social studies ESOL teachers, (b) a need for in-service social studies
teachers to receive development to instruct ELs, (c) a need for social studies teachers to change
the formats of their current classrooms to accommodate ELs, (d) a need for social studies teachers to be aware of the complex and abstract nature of the course. The growing need for current
social studies teachers to become instructors of ELs is apparent in the literature. Teachers who
presently teach United States History content to newcomers need additional training to enhance
their classroom instruction. Without proper training and instruction, ELs are lost in the classroom, which leads to greater issues such as retention and dropouts.
A More Inclusive Curriculum
In this section of the literature review, I focus on the teacher educator and the calls for a
more inclusive curriculum for ESOL social studies content instruction. The following topics are
reviewed (a) the revamping of the social studies curriculum (b) the positive effects of culturally
relevant pedagogy on classroom practices, (c) the students’ need to see themselves in the social
studies curriculum, and (d) the teachers’ inclusiveness of diverse cultures in the curriculum.
The growth of immigrants to the United States continues to shape the country’s multicultural mosaic (Salinas, 2006). Increased growth of students adds the need for curriculum and in-
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structional strategies that best serve the needs of ELs. Since 1990, Latin American, Caribbean,
and Asian immigrants have come to the United States in higher numbers than European immigrants. This development has shaped the country and the public school system. The presence of
this diversity is not the only aspect of a multicultural social studies classroom (Salinas, 2006).
The classroom environment, lesson planning and teacher instruction are all a part of a multicultural social studies classroom.
In order to make ESOL social studies, specifically United States History content, impactful, teachers must do more than simply implement a few strategies from ESOL teaching methodologies (Echevarria, Short, & Powers, 2006). While some researchers suggest the United States
History is one of the most important classes ELs will take in school because it introduces them to
“American culture” (Thornton, 2009, loc. 2425), many argue that the point of the course should
be one of empowering nature (Salinas, 2006). Inclusive classrooms are especially needed for the
Hispanic population since their heritage in parts of North America runs longer than that of Europeans (Fernandez-Armesto, 2014). Culturally relevant pedagogy makes United States History
instruction a more level playing field (Martell, 2013). However, “despite federal court cases
(Castañeda v. Pickard, 1981; Lau v. Nichols, 1974) and mandates, growing evidence supports
that ELs do not have access to mainstream curriculum” (Slama, 2014, p. 221). Often times, ELs
do not receive high quality instruction, which, in turn, leads to a larger achievement gap (Oliver
& Oliver, 2013).
The lack of culturally relevant text in the classroom impacts student performance (Gay,
2010). Culturally relevant teaching uses student culture in order to show the multiple perspectives of United States History content (Ladson-Billings, 2009). Students can have negative reactions to United States History if they never see their culture, history or background in the text,
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curriculum or classroom (Ladson-Billings, 2009). The way teachers instruct students has a profound impact on how they interpret the material (Ladson-Billings, 2009). ESOL social studies
teachers must push for a more inclusive curriculum or create one themselves. Successful teachers
will take many different routes to ensure student triumph in the classroom (Ladson-Billings,
2009).
Teachers must learn to recognize and incorporate the abilities of their students into their
teaching strategies (Gay, 2010). Margaret Peters’ work in Dayton, Ohio from 1968 to 1975 is an
example of the positive impact of culturally relevant teaching. The creation of her supplemental
United States History text, Striving to Overcome, added what the African American students had
been missing for so long. The use of culturally relevant biographies and pictures found in Striving to Overcome, helped to free young African Americans from the burden of prejudice (Watras,
2012). The author aimed to help alleviate the omissions of African Americans from history and
correct distortions about the contributions of African Americans to society (Watras, 2012). Striving to Overcome emphasized that African Americans had served the United States in a variety of
ways, even while they had to overcome many obstacles (Watras, 2012). Margaret Peters used
her book to help remove the stigma that African Americans were only mentioned as slaves and
inferior Americans (Watras, 2012). Additionally, the book showed white students that African
Americans had made important contributions to American society (Watras, 2012). Margaret Peters demonstrated through personal reflections and teacher feedback that relating students to the
curriculum is transformational, uplifting and often successful. She empowered the students with
culturally relevant text and pictures.
When students’ social experiences are incorporated into the classroom and their cultural
and linguistic resources are used for instruction, students become physically energized, intellec-
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tually engaged, and verbally fluent in the classroom (Gay, 2010). ESOL classrooms need more
than just culturally relevant activities. Often times, students who are in need of culturally and
linguistically responsive teaching are labeled as defiant, disrespectful, and disruptive. This behavior could be a response to their disconnect in the classroom. The students’ diversity should be
seen as a positive addition to the classroom environment. Students need to understand the cultural responsiveness of the classroom in order to feel empowered (Hollie, 2014).
History remains a course of contention in the school curriculum (Salinas, Blevins, Sullivan, 2012). “The dominant group has the ability to shape and produce the official narratives that
are communicated in our society because they have access to particular means of cultural production including public education” (Salinas, et al., 2012, p. 18). Teachers need to teach critical
consciousness along with how to critique and reflect on dominant thinking. The use of historical
thinking in the classroom allows teachers to bring in multiple perspectives and challenge traditional metanarratives (Salinas, et al., 2012).
Historical thinking acknowledges that many ELs come with a variety of different backgrounds to share which can enhance the social studies classroom discourse. Late-arrival immigrants add an array of cultural, economic and political experiences to secondary social studies
classrooms (Salinas, Franquiz, and Reidel, 2008). The diversity ELs add to social studies classrooms challenges teachers to create learning opportunities that are culturally diverse and build on
the students’ background knowledge. The authors’ observations and implications of a World Geography classroom can be applied to certain parts of the United States History classroom as well,
in order to make the course more culturally relevant. Teachers can add activities such as immigration debates, race relationships, conflicts over land and ethnic diversity to their class discourse. Additionally, the use of maps, graphic organizers, models and physical demonstrations
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can be directly related to United States History content. Teachers should strive to provide a curriculum that honors and authentically integrates multicultural identities into the social studies
curriculum (Salinas, et al., 2008).
Educators struggle with developing classroom ideals of citizenship that embrace the differences in their classrooms and community (Salinas, 2006). Teachers should include individual
freedoms, rights of participation and the concept of social mobility in their United States History
lessons. Additionally, the classroom curriculum should allow immigrant students to learn about
their own historical means. “Deepening ethnic texture of American schools provides educators
with an opportunity to examine the complex challenges and dynamics of developing immigrant
students’ notions of social studies in our diverse democracy” (Salinas, 2006). United States History teachers should consider introducing information about immigrants into their lesson plans
(Salinas, 2006).
The social studies curriculum needs to be overhauled to foster an inclusive curriculum
(Salinas, 2006). The curriculum should challenge inequalities, injustices, and hegemony. A more
democratic curriculum is necessary for the ever-changing classrooms of the United States public
schools. The ideas taught in the classroom should move ELs from consumers of society to active
citizens (Salinas, 2006).
The United States History curriculum typically does not reflect the needs of the diverse
classrooms (Salinas, 2006). The language used throughout the course has served to disenfranchise people of marginalized communities. Even as the history of the United States has evolved
to be more inclusive, Latinos remain as outsiders even while living in the country. “For immigrants, a portrayal within public discourse as alien, illegal, and non-White immigrants serves to
cast doubt on the legitimacy of American citizenship” (Salinas, 2006, p.21). This type of deficit
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thinking directly impacts the way educators view immigrants’ educational opportunities (Salinas,
2006).
The teaching of history is not simply one of timelines, facts and events that are considered important by the dominant group (Salinas, et al. 2012). History is a course where historical
narratives are created by the teachers and students to search for a variety of perspectives. This
type of teaching takes history past rote memorization. Historical thinking creates a classroom
with new voices that have traditionally been marginalized (Salinas, Blevins, Sullivan, 2012).
Studies have found minority students believe they are taught “white people’s history”
(Martell, 2013). According to Martell (2013), “teachers must find ways to challenge ‘white history’ as the only narrative by presenting race and ethnicity overtly, as well as the many historical
narratives that exist within our pluralistic society” (p.24). All white teachers need to examine
their whiteness and challenge their white privilege and its affects on the history curriculum. Student success is when the student begins to not only learn history, but his or her role in that history (Martell, 2013).
Many of America’s immigrant students are disconnected and disenfranchised (Oliver &
Oliver, 2013). The diverse American profile is creating waves in the classroom. Students are not
connected to curriculum and are often marginalized in schools. All students deserve equal opportunities in the classroom. The current education system must move closer to culturally relevant
pedagogy and challenge the status quo (Oliver & Oliver, 2013).
Teachers and administrators need further professional development in order to make curriculum more inclusive, especially for the ELs (Oliver & Oliver, 2013). Content teachers are not
prepared to teach the growing number of ELs who are arriving in their classrooms. Oliver and
Oliver (2013) suggest “if areas of cultural relevance are addressed, socioeconomic status should
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not be a barrier for learning” (p.11). Schools need to consider that one size does not fit all and
keep up with the demographic change that is taking place in their neighborhoods. Students from
diverse groups will perform better in schools when they are able to connect their communities
with their school environment (Oliver & Oliver, 2013).
In an era of student testing, it has become hard to find teachers who will commit to teaching students to be active members of society (Ladson-Billings, 2006). Students need to feel a
personal connection to the curriculum in order to engage in the ideas (Martell, 2013). Culturally
relevant pedagogical practices are extremely important to use with students of color, especially
when the history curriculum in schools is full of racial oppression (e.g. nativism, immigrant status, laws). As an action researcher Martell (2013) showed the positive impact of using culturally
relevant teaching practices with his students of color.
The review of the literature that calls for more inclusive classrooms has many common
themes. These include: (a) revamping of the social studies curriculum, (b) using culturally relevant lessons with students of color, (c) engaging and transformative content and, (d) evolving
public school classrooms. The call is loud for social studies to be more inclusive of ELs. The
ever-changing public school classroom needs to be reflected in the United States History curriculum. If the United States History curriculum does not evolve, society will continue to practice
subtractive schooling.
Conclusion
The following areas of teacher preparation have been reviewed and analyzed: preservice
teacher preparation, in-service teacher transformation, and a more inclusive social studies curriculum. The literature indicates preservice teachers need courses on culturally relevant instruction
and the teaching English learners. Additionally, teachers need more professional development in
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regard to ELs and transforming their classrooms to be inclusive (Martell, 2013). Educating citizens in a multicultural society is difficult, when teachers are not educated on how to do so (Cruz
& Thornton, 2008). Furthermore, culturally relevant pedagogy has been shown to increase student engagement (Gay, 2010). Finally, schools and classrooms need to keep up with diverse
changes taking place in schools (Salinas, 2006).
The literature review showed a gap in research specific to EL Latino students’ instruction
of United States History. The lack of publications on teaching social studies, specifically United
States History, to recent arrival Latinos does not match the ever-growing Latino population. The
literature displayed a positive correlation between culturally relevant curriculum and underserved
populations (Salinas, 2006; Martell, 2013). Additionally, there was a consensus on the background knowledge needed for late arrival immigrants during United States History instruction
(Short 1994, Salinas, 2006). Furthermore, the literature reviewed provided positive views of using multicultural instructional strategies with ELs (Salinas, et al., 2012). The findings in the literature demonstrate a need for further research to be conducted to keep pace with the every changing American public school system.
Additionally, the lack of research on the use of culturally relevant biographies during
United States History instruction, specifically for EL Latino students, needs to be studied. The
research project is a direct response to the call made by many social studies researchers and practitioners. Following the success of Margaret Peters’ Striving to Overcome, culturally relevant biographies for African Americans, the use of culturally relevant biographies in the EL classroom
indicates a step in the right direction.
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3 METHODOLOGY
“Looking at the past must only be a means of understanding more clearly what and who
they are so that they can more wisely build the future” (Friere,1970, p. 34).

Qualitative Methodology
In this dissertation, I employ a multiple case study qualitative research method. The research questions are best suited to be answered by employing a qualitative method. Yin
(2013) believes “doing case study research would be the preferred method, compared to the
others, in situations when (1) the main research questions are ‘how’ or ‘why’ questions; (2) a
researcher has little or no control over behavioral events; and (3) the focus of study is a contemporary (as opposed to entirely historical)” (loc. 639). The use of quantitative research
methods would not answer the research questions in an appropriate manner. Data collection
included observations, interviews, survey questionnaires, and field notes. Additionally, in
this research study, participants include a small sample of teachers and tutors. Fieldwork for
interviews and observation was necessary for data collection. The case study approach allowed for a holistic answer to the research questions.
Introduction
In this chapter, I discuss the research methods employed when studying teachers and tutors’ use of culturally relevant biographies. Teachers and tutors have been chosen to be the focus
for this study. As a former ESOL United States History teacher, I know many of my students
were in the process of English acquisition. I believe it would have been inappropriate to ask ELs
to provide constructed responses and participate in interviews conducted in English by a white
researcher.
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The ESOL classroom reveals many triumphs and challenges. ELs come with a variety of
valuable experiences and content to share with their peers (Cruz & Thornton, 2008). Students
have the opportunity to share their perspectives and rich culture with their classmates even when
confronted with an unfamiliar curriculum that often devaluates their background (FernándezArmesto, 2014). Students’ language, culture, and experiences should be included in the social
studies curriculum (Cummins, 2001).
As an ESOL social studies teacher, I incorporated children’s books into my curriculum to
give students the ability to take ownership of their learning. I Hate English by Ellen Levine
(1995) is an eye opening children’s book about an ESOL student’s new experience in a classroom in the United States. Throughout the story, Mimi, the main character, discusses her trials
and tribulations of entering an American school. Mimi has recently moved from China and is
unhappy about having to learn English. No English by Jacqueline Jules (2007) portrays a similar
situation of a child moving from Argentina. Both books, when looked at with a critical lens, display the need for resilient ESOL teachers in American school systems. The books portray the
student attitudes; often students do not want to learn English when they arrive in American
schools. Many students are worried that by learning English they may loose their home language
(Filmore, 1991). These initial student reactions often sting the spirits and perceptions of teachers.
Thousands of immigrants enter the United States each year and have cultural characteristics that
are highly volatile with the dominant culture in most American schools (Banks, 1997). ESOL
teachers and researchers are often looking for new ways to encourage social studies learning
(Cruz & Thornton, 2008).
In this chapter, I define multiple case study and why it is the chosen methodology for my
study. Second, I describe my research sample and how my participants were selected. Third, I
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explain my data collection methods that were used in this study: (a) tutor interviews, (b) instructional video observations, and (c) field notes. Last, I describe the limitations of the study.
The different types of data that were collected allowed analysis of the study’s research
questions. “How” and “why” questions led to the use of a case study method (Yin, 2011; Yin,
2013). Additionally, a multiple case study analysis includes more than one research question
(Stake, 2005). The following table shows the research questions for this study, why the information is necessary, and how the data was acquired (Anfara, Brown, & Mangione, 2002; Harrington, 2012).
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Table 1- Research Questions and Data Collection

What do I need to know?

Why do I need to know
this?

How do I gather the data?

How do ESOL teachers
and tutors perceive
culturally relevant
biographies integration
during United States
History instruction?

To understand the teachers
and tutors’ thinking about
using culturally relevant
biographies in the
classroom.

•
•

•
•
How does the use of
culturally relevant
biographies impact teacher
and tutor reported student
engagement with ELL
Latino students?

To understand how
teachers and tutors use
culturally relevant
biographies in their
classrooms.

•
•
•

Teacher and tutor semiformal interviews
Teacher and tutor
completed student
engagement
questionnaire
Teacher and tutor video
observation
Field notes
Teacher and tutor semiformal interviews
Teacher and tutor video
observation
Field notes

The first question encouraged the teachers and tutors to share their opinions on the use of
culturally relevant biographies. Teachers and tutors were interviewed before and after using culturally relevant biographies and given open-ended questions to answer. Additionally, the teachers and tutors had the opportunity to reflect on their instruction to determine the engagement of
their students. “Engagement is seen as a consistent goal among researchers and educators because engaged students generally mean higher achieving students” (Moore, 2015, p. 3). Teachers
and tutors were given a questionnaire to answer regarding student engagement. The Handbook
on Student Engagement (2012) defines student engagement as
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...the student’s active participation in academic and co-curricular or school-related activities, and commitment to educational goals and learning. Engaged students find learning
meaningful, and are invested in their learning and future. It is a multidimensional construct that consists of behavioral (including academic), cognitive and affective subtypes.
Student engagement drives learning; requires energy and effort; is affected by multiple
influences; and can be achieved for all learners (Christensen, Reschly, & Wylie, 2012, p.
817).
Moore (2015) defines student engagement as a mental investment in the educational activities
within the class setting” (p. 21). As an outsider, I believe it was more appropriate for the participant to complete engagement questionnaires of their ELs. According to Moore (2015), “engagement is difficult (if not impossible) to quantify and it is imperative that the participants have the
opportunity to determine their own level of engagement [of their own students], (p. 4).
Teachers and tutors determined change in engagement level.
The second research question provided the opportunity to assess impact of the culturally
relevant biographies on engagement. Teachers and tutors involved in the study were given access
to eight culturally relevant biographies and asked to implement parts of the book into their instruction (see Table 2).
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Table 2 Culturally Relevant Biographies
A Picture Book of Cesar Chavez (David & Michael Adler)
Dolores Huerta, A Hero to Migrant Workers (Sarah Warren)
Harvesting Hope: The story of Cesar Chavez (Kathleen Krull)
Portraits of Hispanic American Heroes (Juan Felipe Herrera)
Roberto Clemente: Pride of the Pittsburgh Pirates (Jonah Winter)
Separate is Never Equal, Sylvia Mendez & Her Family’s Fight for Desegregation (Duncan Tonatiuh)
Sonia Sotomayor: A Judge Grows in the Bronx (Jonah Winter)
That's Not Fair!: Emma Tenayuca's Struggle for Justice (Carmen Tafolla)

There were seven copies of Portraits of Hispanic American Heroes (Herrara, 2013), a book
made up of culturally relevant biographies and visual texts, available for use. I believed this book
would be the most used due to amount of biographies that were included in the text. The publisher describes the books as “twenty Hispanic American artists, scientists, athletes, activists and political leaders are profiled in this stunning picture book, complete with inspirational quotes and
distinctive expressionist portraits” (Herrera, loc. 23-24, 2014). There were two copies of each of
the seven other texts.
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Figure 1 Portraits of Hispanic American Heroes (printed with author and publisher permission)
Teachers and tutors were able to use parts of the books in their instruction, or could use it
as a springboard for ideas. Additionally, teachers and tutors were able to select any portion of the

56
books to implement. My assumption was that tutors would choose persons who aligned with the
current time period of their standards for their instructional content. The biographies spanned
from pre-colonial America to the current time period.

Figure 2- Portraits of Hispanic American Heroes, Adelina Otero- Warren (printed with author
and publisher permission)

57

Figure 3- Portraits of Hispanic American Heroes, Jaime Alfonso Escalante (printed with author
and publisher permission)

58

Figure 4- Portraits of Hispanic American Heroes, César Estrada Chávez (printed with author and
publisher permission)
Portraits of Hispanic American Heroes was the text that most closely aligned with Peters’ (1969) Striving to Overcome: Negro Achievers. The text was originally seen as the main
text of the research study. Participants were not made aware of the connection of this text to the
research study or prior research. All text were equally accessible.
Case Study Design
Qualitative case study research methods were used in the research design of this study.
Qualitative research in education is a product of early American sociology and anthropology
(Bogdan & Biklen, 2007). This type of data collection allowed me to monitor the process rather
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than simply derive information from the outcome. I had the opportunity to answer questions
about what the participants were experiencing and how they interpreted their experiences (Bogdan & Biklen, 2007, Yin, 2013). Additionally, qualitative research provided the opportunity to
answer the question, “How do the people in the study think about what they are doing?” (Bogdan
& Biklen, 2007). Patton (1985) explains:
Qualitative research is an effort to understand situations in their uniqueness as
part of a particular context and the interactions there. This understanding is an end
in itself, so that it is not attempting to predict what may happen in the future necessarily, but to understand the nature of that setting- what it means for participants
to be in that setting, what their lives are like, what’s going on for them, what their
meanings are, what the world looks like in that particular setting- and in the analysis to be able to communicate that faithfully to others who are interested in that
setting…The analysis strive for depth of understand (p. 1).
Qualitative research is easily explained as “the notion of inquiring into, or investigating
something in a systematic manner” (Merriam, 2009, p. 3). Applied social science researchers
often hope policymakers and administrators will use their findings to improve the quality of education students receive (Merriam, 2009). The goal of qualitative research is to understand how
people make sense out of their lives, describe the process of understanding, and explain how
people interpret their own experiences (Merriam, 2009; Bogdan & Biklen, 2007).
The purpose of this study was to gain deeper understandings about how teachers and tutors implement culturally relevant biographies in their social studies instruction. The results of
this study display the experiences and opinions of the participants about using culturally relevant
biographies in their instruction. Furthermore, I focused on the current state of the tutoring center
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I observed and did not forecast the impacts the biographies foster on the observed instructional
strategy. The teachers’ and tutors’ implementation of the culturally relevant biographies guided
the observations and interviews.
Previous research on ESOL education has helped to shape this qualitative multiple case
study. Bogden and Bilken (2007) identify five features of qualitative research, (1) naturalistic,
(2) descriptive data, (3) concern with process, (4), inductive and, (5) meaning. While all qualitative research is not conducive to these features, most studies include participant observation and
in-depth interviews. The study includes the naturalistic characteristic since the research was
“collected on the premises and supplemented by the understanding that is gained by being on
location” (Bodgen & Bilken, 2007, p.4). Qualitative research is greatly impacted by human behavior and the setting in which it occurs.
Second, this study included descriptive data. The data was collected in the form of interviews, survey questionnaires and observations. The study contains direct quotations to help to
paint of picture of the instruction occurrences. The data includes interview transcripts, field
notes, survey questionnaires, and videotapes. Third, as a researcher, I am concerned with the
process instead of only the outcome. The data was collected through observations, field notes
and interviews. While observing, I was interested in how the tutors use the culturally relevant
biographies to engage the students in their instruction. Engagement was teacher and tutor reported through a short questionnaire. The variety of instructional strategies in the different instructional settings provided data for cross case analysis.
The fourth characteristic, inductiveness, played out in this research study as well. The
theory on the use of culturally relevant biographies during social studies instruction developed
organically. The main ideas from the research study came together after collecting and examin-
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ing many parts. Last, meaning making is the main concern of this qualitative research study. I
was interested in how the participants made sense of the culturally relevant biographies in their
instruction. The goal during the study was to capture the perspectives accurately. Participants
had the opportunity to review transcripts and videotapes though member checking to make sure
their thoughts, opinions, and answers are portrayed correctly in the research study. Participants
chose not to review transcripts or videotapes, even when asked multiple times.
Case Study Defined
Qualitative case study was designed to study real situations (Stake, 2005; Yin, 2013). A
multiple case study was the qualitative method for this research study. Case study can be defined
as “an empirical inquiry about a contemporary phenomenon (e.g., a case), set within its realworld context— especially when the boundaries between phenomenon and context are not clearly evident” (Yin, 2009, p. 18). The case study relies on many of the same practices as a history,
but adds direct observation of the events and interviews of the people involved in the events
(Yin, 2013). The data for the case study came from multiple sources of evidence: interviews,
survey questionnaires (see appendix A), observations, and field notes (Yin, 2011). Connor
(2014) defines a case as a single program, organization, a classroom, a group of people, or even
an individual person.
Case Study Rationale
Case study research is conducted because the researcher wants to understand the real-life
case and assume that such an understanding is likely to involve contextual conditions important
to their case (Yin, 2013; Merriam, 2009). “Case study research demands the seeking of rival explanations throughout the research process” (Yin, loc. 887, 2011). Case studies are often conducted to contribute to human knowledge of individuals and groups (Yin, 2013). This research
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study is more aligned with case study than other qualitative methods. The research questions in
the study are supported by the case study method. The control I had over the actual behavioral
events of the tutors and students aligns best with the case study model. Lastly, the focus on contemporary research instead of historical events is best suited for case study research (Yin, 2008;
Yin, 2013).
Multiple- Case Defense
Yin (2013) notes, “The rationale for multiple-case designs derives directly from your understanding of literal and theoretical replications” (loc. 1961-1962,). Connor (2014) defines
multiple-case study design as “an in-depth analysis of more than one case, while a single case
study in an in-depth analysis of one case” (p. 59). Multiple case study design has negative and
positive attributes. The use of a multiple case study research design is often seen as more compelling robust study (Yin, 2013). Multiple case study design requires replication of the research
process for each case separately. While I assumed that all tutors in the study would have some
similarities in their observations, interviews, and field notes, each of their experiences was
unique due to the context of their environment. The use of multiple cases of ESOL teachers and
tutors working with students of diverse ages from a variety of schools allowed me to compare
their experiences under different constraints. Additionally, the use of multiple case study design
allowed for cross-case analysis and a synthesis of the shared experiences of the ESOL tutors
(Yin 2011; Yin, 2013).
Research Contexts and Participants
The research took place in a large tutoring center, Adelina Otero-Warren Learning Center, a pseudonym, in the Southeastern region of the United States. The student population of the
tutoring center met the needs of the research study. All ESOL teachers and tutors of the center
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were notified of the research via a flyer and asked to participate. The goal of the study was attract multiple tutors from a variety of grade levels. The tutoring center is housed inside of a
church. The tutoring center has a partnership with a large metropolitan school system. Students
are bussed to the center after school. The schools the students come from schools similar to
Sonia Sotomayor Elementary School (see Figure 5), Cesar Chavez Elementary School (see Figure 6) , and Dolores Huerta Elementary School (see Figure 7) (all school names are pseudonyms). The center offers tutoring of social studies for ELs. Elementary social studies in this state
is primarily United States History. The center’s ESOL population is comprised of Latino students. The schools where the students are coming from are not majority Latino schools.
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Figure 5- Sonia Sotomayor Elementary School Enrollment by Race/Ethnicity
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Figure 6- Dolores Huerta Elementary School Enrollment by Race/Ethnicity
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I planned to include a range of instructional experiences in this study. The participants in
this study represented a wide variety of backgrounds. Purposeful participation was done in order
to enhance the data analysis from the variety of observations and interviews. Race, gender, and
teaching experience were factored into teacher and tutor selection. Students who worked with
participants could be receiving different types of ESOL services at school. Multiple ESOL models are available to teachers. Push-in, sheltered, and pullout social studies instruction are all part
of the multi-grade teaching models.
Since the goal of qualitative research is not to create studies that can be replicated due to
epistemological considerations, “nonprobability sampling is the method of choice for most qualitative researchers” (Merriam, 2009, p. 77). Probability sampling and nonprobability sampling
are the two types of sampling (Merriam, 2009; Bogdan & Biklen, 2007 ). Probability sampling is
often referred to as random sampling and allows the researcher to generalize results from the
sample population of the study participants. Nonprobability sampling, also known as purposeful
sampling, allows the researcher to focus on discovery, understanding and gaining insight. Patton
(2002) states, “the logic and power of purposeful sampling lies in selecting information-rich cases for study in depth. Information-rich cases are those from which one can learn a great deal
about issues of central importance to the purpose of inquiry, thus the term purposeful sampling”
(p.77).
A list of essential attributes is recommended for purposeful sampling (LeCompte &
Preissle, 1993). The attributes allowed reflection on the purpose of the research study and select
individuals that result in in-depth cases. Criteria needed for purposeful sampling in this study
included the following: (1) must tutor United States History content, (2) must currently tutor
ELs, (3) must be willing to implement culturally relevant biographies, (4) must be willing to par-
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ticipate in interviews, video observations, survey questionnaires, and (5) must be available to
participate in this study during the 2015-2016 school year. A range of three to seven tutors was
the goal for participation in this research study. The use of three to seven tutor participants would
allow enough data to answer the research questions of this study. Six participants volunteered to
be part of the research study.
All participants needed to be teachers or tutors who provide ELs with United States History instruction. The purposeful sampling was desirable in order to engage teachers and tutors in
the study that worked with the ESOL population and tutor social studies, specifically United
States History. Furthermore, it was imperative participants in the study were willing to implement culturally relevant biographies into their instruction.
Plans for Data Collection
Qualitative researchers collect data in a variety of forms. Once questions have been constructed, researchers must decide on the methods that are most effective to answer questions
(Roulston, 2010). Many researchers use participant observation as part of their approach to research (DeWalt & DeWalt, 2011). I used the following data collection methods: (1) participant
interviews (pre and post observations) (2) participant observations, (3) tutor reported student engagement questionnaires and (4) field notes. Merriam (2009) and Yin (2013) suggest the use of
two or three measurement points, to increase credibility of findings. Participant interview questions can be found in appendix B.
Participant interviews were the first method I used for data collection. Teachers and tutors were interviewed before observations began. The goal of the interview was to examine participants lived instructional experiences. “The purpose of this kind of interview is to generate
detailed and in-depth descriptions of human experiences” (Roulston, 2010, p.16). Interviews
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were conducted in a semi-structured format. Interviews allowed me to analyze how the interviewee made sense of the research topic. All interviews were recorded to allow for transcription
and accurate collection of data.
The use of semi-structured interviews gave me the opportunity to use previously written
questions, and collect open-ended responses. Additionally, interviews permitted follow up conversation and therefore produced more in depth answers.
Sometimes, as when you interview different participants, all appear to be giving corroborating evidence about how their organization (school) works… but in fact, they all may be echoing the same institutional “mantra” developed over time for speaking with outsiders (such as
researchers or media representatives), and the collective “mantra” may not necessarily coincide with the organization’s actual practices (Yin, 2011, loc. 858-862).
The use of highly developed listening skills was necessary in order to speak to research topics
addressed by the interviewee and ask probing follow-up questions. Semi-structured interviewing
should produce more rigorous data for analysis (Roulston, 2010). Interview questions are available in appendix B. Below are the questions I asked the tutors before instructional observations
begin:
1. How long have you been tutoring English learners?
2. Do you have classroom teaching experience?
a. How long have you been teaching?
b. Did your teacher education preparation program prepare you to teach social studies?
c. Do you believe your teacher education program prepared you to teach English
learners? Why or why not?
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3. What does culturally relevant mean to you?
a. What materials would you consider culturally relevant?
4. What do you think about using biographies to teaching United States History concepts?
5. In the past, what materials have you used to tutoring social studies concepts?
Participants were interviewed after their tutoring sessions. Post-observations allowed for
discourse along with the opportunity for the teacher or tutor to answer questions, explain, and
reflect on their implementation of culturally relevant biographies in their United States History
instruction. All interviews were recorded to allow for transcription and accurate collection of data. Below are the questions I asked tutors during their post-observation interviews:
1. Which book(s) do(did) you use during instruction?
2. Why did you choose these books?
3. What is your opinion about using culturally relevant biographies to teach United States
History topics?
4. How did your use of culturally relevant biographies impact engagement during social
studies instruction?
5. How did you implement culturally relevant biographies into your instruction?
6. Will you use culturally relevant biographies in your future instruction?
The data generated provided a reflection of the participants’ everyday surroundings, instructional experiences and life-world participation. Data is not seen as a report, but as a narrative description of the tutor. The interviews allowed me to understand the participants’ feelings,
perceptions and understandings (Roulston, 2010, p.16). Additionally, the data was coconstructed by the interviewee and myself. The data was analyzed through inspection of both
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structural and topical features (Roulston, 2010). This type of analyzing allowed me to examine
date thematically. Interview questions are also available in the appendix C.
Participant observation was the second method of data collection. DeWalt and DeWalt
(2011) define participant observation as “a method in which the researcher takes part in the daily
activities, rituals, interactions, and events of a group of people as one of the means of learning
the explicit and tacit aspects of their life routines and their culture” (p.1). Participant observation
is important because it enhanced the quality of the data obtained during fieldwork. Observation
also enhanced the quality of the interpretation of the data. Additionally, it encouraged the creation of new research questions and hypothesis created in on-the-scene observations (DeWalt &
DeWalt, 2011).
Participant observations were video recorded to ensure accurate data collection. Furthermore, the recording allowed me to review the observations and compare the instructional practices of the teachers and tutors. Additionally, the recordings allowed me to look for ways the
teachers and tutors implemented the culturally relevant biographies. Furthermore, the video observation transcriptions helped me to compare and contrast similar word usage of the participants.
Additionally, teachers and tutors were given questionnaires to report student engagement
(see Table 3). Teachers and tutors were asked to complete the questionnaires after their instruction. The table below displays the questionnaire, which has been previously utilized and validated in the science classroom by Ellen Skinner (2008). The questionnaire has been modified for
use in the social studies instruction, specifically during United States History instruction. Lastly,
field notes were kept.
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Table 3 Teacher and Tutor Reported Student Engagement Questionnaire

Data Analysis
The analysis phase of the research allowed for understanding of tutors’ opinions of implementing culturally relevant biographies during social studies instruction. The study produced
large amounts of data. Due to the nature of intensive analysis, data processing began with the
first set of field notes and interviews. I sought out parts of the data that are relevant to the research questions.
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Participant interviews were transcribed within 48 hours of the time they were conducted.
Timely transcription allowed for a more accurate coding and notes. The participant interviews
were video recorded to ensure accurate interpretation. Additionally, I kept a journal during observations and developed a set of ethnographic field notes.
This research study employed Charmaz’s (2008) guidelines for data analysis. The recommendations were used in the process of continuous comparison, which consist of the following steps:
1. Comparing data with data
2. Labeling data with active, specific codes
3. Selecting focused codes
4. Comparing and sorting data with focused codes
5. Raising focused codes to tentative analytic categories
6. Constructing theoretical concepts from abstract categories
7. Comparing category with concept
8. Comparing concept and concept (Charmaz, 2008, p.472, as cited in Earl, 2010).
The use of Charmaz’s guidelines allowed me to compare and contrast data from different tutors
perspectives, school environments, and tutoring instructional strategies. Coding was done by
hand.
Coding is essential to qualitative research. The use of coding required the researcher to
stop and question the data that had been collected. “Coding is the pivotal link between collecting
data and developing an emergent theory to explain these data” (Charmaz, 2014, p. 113). The use
of coding allowed me to make meaning of data fragments.
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Coding in grounded theory allows the researcher to understand the qualitative data collected. “Conducting grounded theory coding involves you in at least two main phases: 1) an initial phase involving naming each word, line, or segment of data followed by 2) a focused, selective phase that uses the most significant or frequent initial codes to sort, synthesize, integrate,
and organize large amounts of data” (Charmaz, 2014, p. 113). The use of coding categorization
displays how the researcher divides and classifies data. Grounded theory does need not be complex (Charmaz, 2014). Grounded theory coding guides the learning process through data collection.
Coding can display areas of weakness in data collection. “Initial grounded theory coding
can prompt you to see areas in which you lack needed data” (Charmaz, 2014, p. 118). Areas of
research lacking prompt the researcher to locate sources during the early stages of data collection. New data collected can further propel research and discover innovative categories.
Data collection affects the researcher’s ability to code. “Coding relies on having solid data” (Charmaz, 2014, p. 136). Transcribed interviews allow the researcher to gather data that
would have been lost with coding from notes. “Coding full interview transcriptions gives you
ideas and understandings that you otherwise miss” (Charmaz, 2014, p. 136). Additionally, coding from transcribed interviews allows the researcher the opportunity to have more than one read
through of the data.
The use of thorough coding allows the researcher a deeper level of understanding.
“Grounded theory coding surpasses sifting, sorting, and synthesizing data, as is the usual purpose
of qualitative coding” (Charmaz, 2014, p. 137). Grounded theory coding allows the researcher to
bring together ideas methodically because they can refer to other possible theoretically meanings
(Charmaz, 2014).
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This research study involved inductive coding. “Grounded theory begins as inductive”
(Charmaz, 2014, p. 243). I developed codes throughout the data collection process. “Using inductive data to construct abstract analytic categories through an iterative process differs from
sorting topics, as is common practice in general approaches to qualitative research” (Charmaz,
2014, p. 15). The codes emerged through listening and reviewing transcribed interviews. Furthermore, codes were made apparent in the sorting of field notes into categories after holistically
reexamining all data collected. “Bringing your data into successive levels of memo-writing ultimately saves time. You do not have to dig through stacks of material to illustrate your points
and, moreover, your analysis builds on its inductive foundation” (Charmaz, 2014, p. 182). Coding was completed in a line-by-line format.
After initial coding, I moved to focus coding to better categorize data. Focused coding allowed me to expedite my analytic work enormously without foregoing the detail contained in the
original data and initial codes (Charmaz, 2014). The focused coding stage resulted in condensed
data. Condensed data was then cross-analyzed.
The formal stage of analysis began after all transcriptions, video observations, and field
notes were completed. The access to all data allowed the opportunity to analyze the data in a holistic manner.
Delimitations
This study includes several common to qualitative research methodologies, and others
that are specific to this study. The study included a small population size. Six participants were
selected for this study. Six teachers and tutors is not a large population size and makes research
not generalizable. Furthermore, the background of the teachers’ and tutors’ experiences may

74
have impacted their ability to teach ESOL United States History. Moreover, teachers’ and tutors’
own biases about teaching ELs could be viewed as a limitation.
The books were provided to participants. The participants may have seen the biographies
as limiting their instruction. The participants were allowed to use texts in their observation however they decided. Additionally, tutors may have believed that the culturally relevant biographies
are not important to their curriculum due to the state standards. The lack of time to prepare an
activity that implements culturally relevant biographies may have impacted data collected.
Furthermore, the video observation of the tutor does not portray real life classroom instruction. Participants may have wanted to depict a positive instructional experience on the use
of culturally relevant biographies to please me. On the contrary, participants may have felt uncomfortable being videotaped and observed. The nervousness and anxiety of the participants
could have hindered instruction.
Conclusion
In this chapter, I provide an outline of the research methodology of this study. The research location and demographics of the sites are provided. Additionally, the collection of biographies used for observations is shared. The choice of using multiple case study research methods is described, as well. Sampling procedures were defined along with methods of data collection. The use of inductive coding was explained along with regards to its purpose for this particular research study.
Furthermore, the data collection methods of tutor interviews, tutor reported student engagement questionnaire, and participant observations are provided. The tutor interviews helped
to include the voice of the observed into the research study. The tutor reported engagement questionnaires allowed me to gage the impacts of culturally relevant biographies in the Latino EL
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classroom. The participant observations afforded me the opportunity to collect field notes. The
multiple forms of data created a wealth of material for analysis. In the following chapter, I explain the results of data collection.
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4 RESULTS
“While the challenge to provide meaningful instruction is always greater at lower level of
English proficiency, students at all levels can profit from aptly designed social studies
instruction” (Cruz & Thornton, 2008, p.15).

Social studies content, and American history more specifically, was highly political in the
spring of 2015 when IRB applications were sent. Various state legislatures were debating removing AP United States History from the curriculum due to a perceived negative portrayal of the
United States. “The new APUSH framework reflects a radically revisionist view of American
history that emphasizes negative aspects of our nation's history while omitting or minimizing
positive aspects” (SR 80, 2015). While the Latino EL community was growing in the Southeast,
the school systems were not ready to depict Latino American heroes into the United States History curriculum. I sought school systems with mostly Latino EL populations for this research.
Rejections came in many forms. I received responses to IRB proposals from some county
school systems in less than a week. My mailbox and inbox was full of rejections from most of
the Latino serving school systems in the southeastern state where the research was conducted.
The response in one letter stated, “please call for reasons” (Suburban Schools, 2015). One principal emailed and stated, “I do not want to place this extra pressure or responsibility on a first
year teacher” (City Metropolitan Schools, 2015). Other emails stated that the culturally relevant
texts were not on approved county lists. After a series of rejection letters, phone calls, and
emails, a place to conduct my research emerged.
This chapter is organized in terms of the two specific research questions posed in Chapter
1: 1) How do ESOL teachers and tutors perceive culturally relevant biography integration during
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United States History instruction? 2) How does the use of culturally relevant biographies impact
teacher and tutor reported student engagement with EL Latino students? I first describe the location where the research study took place. I then provide a description of each participant. Afterwards, I describe the books that are used in the study. Subsequently, I report the teachers and tutors independent thoughts about using culturally relevant biographies during social studies instruction. Finally, I focus on the engagement reported by the teachers and tutors separately during the use of culturally relevant biographies.
The Location
Adelina Otero-Warren Learning Center, a pseudonym, is located in a southeastern metropolitan city. Adelina Otero-Warren Learning Center is an afterschool tutoring center. The center
is housed in a local church facility. The center serves students in first through eighth grade. All
students at the center attend public school, in the same school system, in the southeastern metropolitan city. The public school bus drops the participating students off at the center after school.
All students at Adelina Otero-Warren Learning Center are English learners. The first language of
all students at the center is Spanish. The center identifies the students as Latinos.
Adelina Otero-Warren Learning Center has won a number of community achievement
awards since it opened its doors in 2000. Since 2012, the pass rate on state elementary school
reading exam is 100 percent for students who attend Adelina Otero-Warren Learning Center. The
center boasts over 9,000 volunteer hours per year.
I worked specifically with the elementary school division of the Adelina Otero-Warren
Learning Center. The classrooms were arranged similarly to the public school classrooms where
my preservice teachers completed practicums and student teaching requirements, however, the
classroom facilities existed on a smaller scale (see Figure 8 ). Each tutoring session started with
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an afternoon meeting, similar to the morning meeting of a typical elementary school classroom.
Additionally, students reviewed site words, red words, sounds, and other common elementary
school topics. The tutoring center classroom schedule follows a traditional public school format.
Some tutors in the center opted not to participate because they did not want to take away time
from instruction or homework.

Figure 8 Adelina Otero-Warren Learning Center Classroom
The Participants
The study included participants with a wide variety of experiences. Teachers and tutors
were included in this study. The participants had between one and 32 years of experience working with students (see Table 4).
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Table 4 Participant Descriptions
Participant
Teacher/Tutor

Years of Experience

Janice

Tutor

Two years

Emily

Teacher

12 years

Bonnie

Teacher

32 years

Susan

Tutor

Two years

Anna

Tutor

One year

Brad

Tutor

Two years

Janice, a pseudonym, is a white, senior aged, woman who has been volunteering at Adelina Otero-Warren Learning Center for three years. She has no previous teaching experience.
She is active in the church where the center is housed. Janice said the pictures on the walls of the
church of the children are what initially brought her to the center. She described her will for them
to succeed in school is what keeps bringing her back on a weekly basis. Janice also shared she
had a love for international travel and had just returned from a European trip days before we met.
Emily, a pseudonym, is a white woman in her thirties. She is a former teacher with
twelve years of teaching experience. Emily’s undergraduate degree is in family and consumer
sciences and her Master’s of Education is in early childhood. She has both public and private
school teaching experience. Currently, she is the program director for Adelina Otero-Warren
Learning Center.
Bonnie, a pseudonym, is a white woman and retired southern metropolitan schoolteacher.
She has 32 years of elementary classroom experience. She has a Bachelor’s of education in elementary education and Master’s of education in early childhood. Bonnie also has an ESOL endorsement. Additionally, Bonnie has been volunteering at Adelina Otero-Warren Learning Cen-
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ter for three years. Her love for teaching Hispanic children is what brought her to the center.
Bonnie stated in the interview that she left a school to follow her Hispanic students to another
elementary school after zoning changes. The last four years of her career she was an ESOL
teacher. Bonnie currently works as a long-term substitute.
Susan, a pseudonym, is a middle aged, white woman. She has been volunteering at Adelina Otero-Warren Learning Center for over two years. Susan has no prior teaching experience.
She said what brought her to the center was her desire to work with children. Susan showed a
desire to keep in touch with children as they were promoted from grade to grade. Additionally,
Susan’s hallway rapport with students indicated she regularly checked in with former students.
Anna, a pseudonym, identified herself as a Puerto Rican woman. Anna is fluent in Spanish and English. She is in her thirties. Anna has two undergraduate degrees in journalism and sociology. Additionally, she has a Master’s in Public Administration. Anna is the assistant director
of Adelina Otero-Warren Learning Center and has worked in this role for over a year. She has
been working with the Latino community since 2008. Anna worked with another nonprofit that
focused on girl leadership and her direct job was to recruit and maintain Hispanic girls and
adults. Anna also has experience tutoring adults.
Brad, a pseudonym, is a twenty something Latino male. Brad is fluent in Spanish and
English. He has been working at Adelina Otero-Warren Learning Center for two years. Brad tutors students and their parents at the center. Brad also serves as a parent liaison. He had a great
rapport with the students and the parents. Brad commented the mothers were teaching him how
to cook and often invited him over for dinner.
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The Culturally Relevant Biographies
The culturally relevant biographies were dropped off at Adelina Otero-Warren two weeks
prior to beginning observations. Books were labeled and placed in a basket to allow teachers and
tutors to know they were part of the research study. Teachers and tutors were allowed to look
through the books prior to observation. Exposure to the texts allowed teachers and tutors to plan
for instruction. Teachers and tutors were free to incorporate the books into their instruction however they chose. The following books were chosen to be a part of the research study:
Table 5 Culturally Relevant Biographies
A Picture Book of Cesar Chavez (David & Michael Adler)
Dolores Huerta, A Hero to Migrant Workers (Sarah Warren)
Harvesting Hope: The story of Cesar Chavez (Kathleen Krull)
Portraits of Hispanic American Heroes (Juan Felipe Herrera)
Roberto Clemente: Pride of the Pittsburgh Pirates (Jonah Winter)
Separate is Never Equal, Sylvia Mendez & Her Family’s Fight for Desegregation
(Duncan Tonatiuh)
Sonia Sotomayor: A Judge Grows in the Bronx (Jonah Winter)
That's Not Fair! : Emma Tenayuca's Struggle for Justice (Carmen Tafolla)

I specifically chose these eight books for the research study. The following table is used

82
to highlight the criteria for book selection (see Table 6). All books were written and illustrated in
the last seven years. Contemporary biographies for young children are more accurate and generally consider the person of study in a “less adulatory and more realistic manor” (Galda, Cullinan,
Sipe, 2010, p. 286). A purposeful variety of Lexile levels were included during list compilation. I
intentionally selected male and female main characters in order to portray both genders. The race
of the author and illustrator of the biographies was also taken into account during the selection
process. Many of the books were part of my classroom library as a former ESOL social studies
teacher. The underrepresentation of culturally relevant biographies for Latino/as is a true dilemma for teachers. Culturally and linguistically relevant texts are hard to find and not readily available due to risk publishers have of the books not selling (May, Bingham & Pendergast, 2014).
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Table 6 Culturally Relevant United States History Biographies for Latino English learners
Book Title

The book tells
the story of a
real person’s
life

Historically
Accurate

Setting is in
United States

Latino/a Characters

Characters
speak Spanish
and English

A Picture Book
of Cesar
Chavez

✔

✔

✔

✔

✔

Dolores Huerta, A Hero to
Migrant Workers

✔

✔

✔

✔

✔

Harvesting
Hope: The story
of Cesar
Chavez

✔

✔

✔

✔

✔

Portraits of
Hispanic American Heroes

✔

✔

✔

✔

✔

Roberto
Clemente:
Pride of the
Pittsburgh Pirates

✔

✔

✔

✔

✔

Separate is
Never Equal,
Sylvia Mendez
& Her Family’s
Fight for Desegregation

✔

✔

✔

✔

✔

Sonia Sotomayor: A
Judge Grows in
the Bronx

✔

✔

✔

✔

✔

That's Not Fair!
: Emma Tenayuca's Struggle for Justice

✔

✔

✔

✔

✔
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I created a selection criteria chart for the books in this research study (see Table 6). All
books had to tell the story of a real person’s life. The text needed to be historically accurate. The
setting of the book needed to be in the United States. The main historical figures in the text
needed to identify as Latino/Latina. Additionally, the historical figures in the text needed to
speak both English and Spanish. These criteria helped me to find the culturally relevant text for
Latino ELs during United States History instruction.
How do participants perceive culturally relevant biographies integration?
The study involved six adult participants. Two of the participants identified themselves as
former classroom teachers. Four of the participants were not educators. While not all of the participants were certified teachers, all participants in the study had over two years of English language learner tutoring experience. Participants participated in pre-observation interviews (see
Appendix B) and post-observation interviews (see Appendix C). The interview responses allowed me to learn how the ESOL teachers and tutors perceived culturally relevant biography integration into United States History instruction. The elementary social studies curriculum in the
southeastern state where the research was collected is rooted in United States History topics. The
researcher and participants may use the words United States History and social studies interchangeably.
Janice
Janice, a tutor, was the first to participate in the study. She was eager to interview and be
observed. In the pre-observation interview, I asked Janice to define culturally relevant.
Aubrey: What does 'culturally relevant' mean to you?
Janice: I don't know that it's a term that I'm completely familiar with, but I would
assume that the books are perhaps about historical figures, or even main-focused
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people in the story that might not be a well-known person or might be a fictional
character, that has attributes from a culture other than ours.
Janice is a white woman and identified with me in her statement of “ours”. We discussed
how the books I had selected were books that I believed were culturally relevant biographies.
Janice and I talked about how the historical figures in the books were similar to those of the students at the center. Janice and I also discussed the first grade curriculum inclusion of historical
figures. She reminisced on a reenactment project the students had to complete the year before on
different people from history. Before Janice began to read with her student, I asked her about her
thoughts on using biographies to teach social studies concepts.
Aubrey: What do you think about using biographies to teach social studies or
U.S. history concepts to the students?
Janice: It seems to me that, that is a very good way of doing that, because I believe that young readers identify more with young characters reading about a person when they were young. I believe that they identify with that more and perhaps
they'll retain it more, than just straight-up historical kind of documentation.
Janice selected Separate is Never Equal, Sylvia Mendez & Her Family’s Fight for Desegregation (see Figure 9) to read with her student during a one-on-one tutoring session. Throughout the reading of the text, Janice described the meaning of words such as equality, justice, and
separate (in reference to the title). She also checked for understanding and asked the student to
point to items on the page to show she was following the story. Janice mentioned she had never
heard the story of Sylvia Mendez.
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Figure 9 Separate is Never Equal, Sylvia Mendez & Her Family’s Fight for Desegregation
After Janice finished reading the story, the post-observation interview took place. She
expressed concern for the high level content in the book for such a young child. She also mentioned she wished the book was shorter so that more children would be able to enjoy the text.
Janice still shared that she had a positive experience with using a culturally relevant biography
during instruction. Janice seemed to enjoy the text and the connection she shared with the child.
Aubrey: So, what is your opinion about... In the future, about using a biography
like that to teach a topic?
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Janice: I do still think that's a very good idea… Because I think that they can just
relate more when it's something... It's their same sex, that it's their same nationality and language. I just think they can relate to that more.
Emily
Emily, a former teacher and program director for Adelina Otero-Warren Learning Center,
was enthusiastic about the research study. Emily was the main contact for the research study at
the center. We communicated almost daily about my arrival times and the participants. Emily’s
office served as my home base throughout the duration of the research study. Our conversation
was lively before and after tutoring center hours and on email. In the pre-observation interview,
I asked Emily to define culturally relevant.
Aubrey: What does culturally relevant mean to you?
Emily: Oh, the phrase 'culturally relevant'?
Aubrey: Yeah.
Emily: Ooh, good question. I guess something that's relevant in the real world today in our society and our culture, something that... Yeah, that doesn't seem like a
very good description. I don't know another description.
Emily shared that in her teacher preparation program she took only one social studies
methods course and that she wished she had taken more. Additionally, she did not take any
courses related to teaching English learners. Emily did not believe it was a requirement for graduation. She also believed the use of biographies would be useful in the classroom. Emily reflected on her own classroom practice and the items she used during her 12 years of teaching.
Aubrey: What do you think about the concept of using biographies to teach U.S.
History or social studies?
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Emily: Oh, I think it's great.
Aubrey: Okay. And in the past when you were teaching or tutoring social studies,
what materials did you use?
Emily: What curriculum like...
Aubrey: Like what did you bring in?
Emily: Oh, okay. I would bring in those little Weekly Readers. I think that Time
for Kids was another weekly we could bring, like Time for Kids... But anything
that was like... Yeah, little biography books like that. I'm trying to think what else.
We always did brain clouds. I love brain clouds. And then whatever in the textbook.
Emily’s teaching experience was similar to mine. She had taught in private and public
schools in the same metropolitan city. I wondered how much the textbook was expected in her
instruction. In my previous private school teaching days, the school administrators and families
wanted textbook instruction. Emily choose to read Separate is Never Equal, Sylvia Mendez &
Her Family’s Fight for Desegregation in a three-on-one tutoring session. The three girls were all
in different elementary grades. Emily read to the girls while they all sat on a large couch. All the
students appeared to be very comfortable with Emily as they leaned in closely to see the pictures
and ask her questions. Emily and I had spoken about this particular book weeks earlier when I
dropped off my book basket. She said she had never seen the book and was excited to use it.
Emily: Here's a picture of a Sylvia as a little girl, and then here's Sylvia now. And
these are Sylvia's parents. And this is the Westminster School... The nice... This is
the not nice school, the Hoover Elementary.

89
In the post-observation interview, Emily talked about the artwork in the book. She
thought the pictures were cute and loved that children were on the front cover of the book. Emily
also stated she had never read the book. We talked about how excited the students were during
her reading. One of the students was bouncing with excitement while she read. I then asked her
about future use of biographies in the social studies classroom.
Aubrey: Do you think in the future if you were tutoring that you would use biographies in social studies teaching?
Emily: Oh, definitely.
Bonnie
Bonnie, a retired schoolteacher, and I had an instant connection since we were both former ESOL teachers and taught similar populations of students. Our conversation seemed to flow
easily. When I asked Bonnie what culturally relevant meant, she provided an extensive answer.
Aubrey: What does the term culturally relevant mean to you?
Bonnie: Well, I guess it would be just all of us have our histories of our culture
with our, not only our nationality necessarily, but within our families and extended families, and those cultures include and just their... What word am I looking
for? Just their beliefs, their religious beliefs, their... Just accepting of their way...
Whatever word I'm trying to come up with... Or ways, just how they interact within their families and maybe their expectations too. I know they certainly have high
expectations for their children now. They are so thankful. I talk to my parents that
have children going to college now and they're so proud and so thankful for everything that they get from public school. Just their customs and I think the more
we honor their... Try to make the effort to pronounce their names correctly and
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honor their... How the fact that they may have double names, use those at the end,
and just try to make things... Keep it so that they retain their culture as well as become Americanized.
Bonnie is a white woman. After 32 years in the classroom, teaching in urban and rural
populations, Bonnie had much insight on social studies instruction in the elementary school
classroom and its purpose. She believed the use of biographies could help to remain the students’
culture while also helping them become “Americanized.” I asked her about her thoughts on using biographies during social studies instruction. Bonnie was vey honest with me. She shared she
learned about Dolores Huerta when she selected her to read with her student. Bonnie was also a
big proponent of leveled text so all students could be involved in reading.
Aubrey: What do you think about using biographies to teach United States History concepts or social studies concepts to students?
Bonnie: Well I think it's a great idea. I think some of them... Some of the books
may be a little over their head for first grade, but I think if they could relate to
them, maybe even some of the more famous people, probably more of the ones in
show business or sports or whatever, they might recognize or their families might
recognize those names. Of course, I'm sure their families will know Cesar Chavez
and a lot of the others that maybe I don't even know. Like I didn't know about the
lady today.
Bonnie was very open with me throughout the entire process. I believe our teaching in the
same area of a large southeastern metropolitan region with similar students under like-minded
administrations created a safe place for discussion. While Bonnie was unfamiliar with many of
the Latino/Latina historical figures, she was not opposed to learning. Bonnie also shared with me
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that her former classroom had a collection of non-fiction text. She also said she played culturally
responsive music and celebrated Hispanic Heritage Month in her classroom. Bonnie also enjoyed
using Tomie dePaola stories during social studies instruction.
Bonnie selected Dolores Huerta, A Hero to Migrant Workers (see Figure 10) to read during a one-on-one tutoring session. During the session, Bonnie read with enthusiasm. She also
pointed out items in the pictures and asked the student questions. Bonnie also gave the student a
chance to talk and ask questions. Bonnie answered the student’s questions about what the migrant workers ate, where they slept and where they lived. Additionally, Bonnie answered if
Dolores got the people what they wanted. Bonnie connected the student and her family throughout the story.
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Figure 10 Dolores Huerta, A Hero to Migrant Workers
In the post-observation interview, I asked Bonnie if she would consider using culturally relevant biographies to teach social studies content in the future. Bonnie shared
she had a positive experience with the use of culturally relevant biographies and that she
and the student both learned about a new person. Her suggestions for future use were also
creative. Bonnie’s thoughts on using people from the same areas as the students promoted
the idea of using local heroes.
Bonnie: Or even if... Might not necessarily be books, but if it were just the
stories of important people in (southeastern metropolitan city), like *****,
******. There were a lot of Hispanic people; like for example, the person
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there honoring for the gala for Adelina Otero-Warren Learning Center
(pseudonym), just some of those people that have really excelled in the
(southeastern metropolitan city) area and might give them something to
look at.
Susan
Susan, a tutor, and I met moments before our first interview. I had interacted with other
tutors on a daily basis in hallway meetings and quick “hellos.” Susan’s classroom was not close
to the office, where I checked in each day, and therefore I had not had the privilege to meet her
prior to the interview. I believe the initial meeting hindered our conversation. I felt as if Susan
was more reserved in her communication with me. In the pre-observation interview, I asked Susan to describe culturally relevant.
Aubrey: What do the words 'culturally relevant' mean to you?
Susan: Well, the things that are important to someone from their culture.
Aubrey: What materials would you consider culturally relevant?
Susan: What materials? I think that things like this book (points to A Picture
Book of Cesar Chavez), informative books about a particular culture.
As the interview progressed, Susan shared her thoughts on using biographies to teach
United States History concepts. She seemed genuinely excited to read the story to student she
had selected, who had studied Chavez last year.
Aubrey: Okay. And what do you think about using biographies to teach United
States History or social studies concepts in tutoring?
Susan: I think it's a good idea, because I think that the kids are more interested
when it's person than just a bunch of facts.
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Aubrey: Okay. And in the past when you've been tutoring social studies concepts, is there any certain materials that you've used?
Susan: No, not specifically. I mostly use the children's textbooks.
Susan selected A Picture Book of Cesar Chavez (see Figure 11) to read in a one-on-one
tutoring session. Throughout the book, Susan and the student smiled at each other and pointed at
different pictures of Chavez. Susan answered questions the student had about Chavez, like was
he hungry during his fast? Susan also explained words such as boycott to the student. The dialogue between the student and the participant was evident was steady throughout the tutoring
session.

Figure 11 A Picture Book of Cesar Chavez
In the post-observation interview, Susan and I reflected on the one-on-one book
reading tutoring session. We discussed the other books in the basket I had brought for the center.
Susan was excited the books were being donated to Adelina Otero-Warren Learning Center so
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that she would have the opportunity to use them with other children. Susan gave a favorable review when asked if she would use culturally relevant biographies in future instruction.
Aubrey: And do you think that you would use culturally relevant biographies in
future instruction if you have access to them?
Susan: Yes, I think so.
Anna
Anna, a tutor and assistant director for Adelina Otero-Warren Learning Center, seemed
enthusiastic throughout the entire data collection process. Daily, she would check on me and ask
if I could share my results with her. Anna shared that she was Puerto Rican and that my research
study was important to her. During our pre-observation interview I asked Anna to describe culturally relevant and to give examples of culturally relevant materials.
Aubrey: What does the phrase 'culturally relevant' mean to you?
Anna: Culturally relevant... Being able to really blend race, gender, as well as socioeconomic status and other defining terms in a place where they truly reflect our
community.
Aubrey: What type of materials would you consider culturally relevant?
Anna: Wow. Music. That's about it.
Anna’s answer of music being the only culturally relevant item surprised me. Her definition for culturally relevant was fluid and rolled of her tongue when asked. I wonder if she
thought music the only way to truly “blend race, gender, as well as socioeconomic status.” Anna
selected Sonia Sotomayor: A Judge Grows in the Bronx (see Figure 12) to read in a one-on-one
tutoring session. She said she chose the book because Sotomayor was Puerto Rican and had curly
hair like her. Anna also chose the book because it was in English and Spanish. She read the book
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in both languages to the student. The observation was powerful. To watch a Latina woman read a
book in Spanish and English about an influential Latina woman to a Latino boy and to watch his
eyes follow the pictures and words was the purest definition and experience of culturally relevant
I witnessed. I was overwhelmed with emotion.
Anna: I saw myself in the book. I would go ahead and read the book.

Figure 12 Sonia Sotomayor, A Judge Grows in the Bronx
Anna had an emotional reaction to the book. Tears flowed as she read the book to the
student. Anna commented that she was reflecting on her own upbringing.
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Anna: It was good. It made me emotional.
She also related certain parts of Sotomayor’s life to her own. In the postobservation interview, I asked Anna about her opinions on using culturally relevant biographies during future social studies instruction. She had a positive reaction when asked about continued use of culturally relevant biographies.
Anna: Yes, it's a good book. And I like that it's…. bilingual.
Anna was drawn to the bilingual book that was written in Spanish and English. The research study also had another book, That's Not Fair! : Emma Tenayuca's Struggle for Justice that
was bilingual as well. The use of a bilingual book encouraged Anna to read in her first language.
Without this book, the student and I could have missed out on a powerful experience.
Aubrey: What is your opinion about using culturally relevant biographies or
books like this to teach United States History or social studies topics to students?
Anna: Honestly, I had never thought about it prior to this moment, but I think it's
a great, innocent, non-harm way to introduce the great value and benefits that minority populations offer to the community.
Brad
Brad, a tutor and parent liaison at Adelina Otero-Warren Learning Center, was the most
hesitant of all participants. In the initial weeks of my visit, Brad had not signed up to participate
in the research study. Brad later signed up after asking how the videos and audio recordings
would be used. He also wanted to verify that they would not end up on Facebook. After promises
and reiteration of the consent form, Brad participated in the research study. During the preobservation interview, I asked Brad to define culturally relevant.
Aubrey: What does the term "culturally relevant" mean to you?
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Brad: Culturally relevant?
Aubrey: Mm-hmm.
Brad: In like, describing what?
Aubrey: Just any. Like if you were gonna say something that was culturally relevant, what do you think that means?
Brad: Culturally relevant means still current and still relevant. Culturally relevant, that's if there are words that aren't culturally relevant you can't use them anymore.
Brad’s definition of culturally relevant was surprising to me. I think he was just unsure of
the words in general. Brad selected Roberto Clemente: Pride of the Pittsburgh Pirates (see Figure 13) to read in a one-on-one tutoring session. He said he selected the story because the student
liked baseball. Before Brad began reading, I asked him about his thoughts on using biographies
during social studies instruction.
Aubrey: What do you think about the idea of using biographies to teach Social
Studies or U.S. history concepts to students?
Brad: I think they're helpful, and it's more effective to talk about one interesting
person and still get all the ideas, still manage to give all the information, dates,
and stuff like that in the context.
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Figure 13 Roberto Clemente, Pride of the Pittsburgh Pirates
In the post-observation interview, Brad and I discussed how the use of the book was received with the student. Brad had an emotional ending to his reading with the student. Roberto
Clemente dies towards the end of the story. Brad choked up and his emotions were evident to the
student.
Brad: It was just like, "He's gone forever."
He said he thought the student felt connected to the story, too. I also asked Brad if he
would use culturally relevant biographies in the future. Brad gave a short, but favorable review
on the future use of culturally relevant biographies.
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Aubrey: If you had access to these biographies would you use them more in the
future? More books like this?
Brad: Mm-hmm (smiling).
The overall positive reaction of the teachers and tutors on the future use of culturally relevant biographies is hopeful for potential student classroom experiences. Due to the sample size
and teacher/tutor selection all books that were involved in the study were not chosen. There were
seven copies of Portraits of Hispanic American Heroes for teachers and tutors to use, unlike the
other books, where only two copies each were available. Portraits of Hispanic American Heroes
(as described in Chapter 1) is a collection of short biographies relating to all time periods of
United States History. I thought the book would be the easiest to integrate into instruction and
therefore provided more copies in hopes to draw a larger participant base. The book was never
chosen due to the length (Wilson, 2015). The participant base was harder to obtain than I
thought. The center has volunteers that ranged from retired elementary education professors,
nurses, teachers and business professionals. Many of the volunteers did not want their students to
miss out on planned daily instruction. Participants also wanted students to have the opportunity
to complete their homework.
How does the use of culturally relevant biographies impact engagement?
In the post-observation interview, teachers and tutors were asked to reflect on the engagement level of the student(s) while incorporating culturally relevant biographies. Teachers
and tutors were asked to fill out teacher/tutor reported student engagement surveys (see Appendix A) on each student who was instructed using culturally relevant biographies. The survey
compares the student’s engagement during social studies to the student’s engagement during social studies with culturally relevant biographies.
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Janice
Janice selected Separate is Never Equal, Sylvia Mendez & Her Family’s Fight for Desegregation to read to a first grade female student. Janice said she selected the text because Sylvia
Mendez was of similar age in the story to the first grader. Additionally, Janice said she selected
the book because the main character was a girl and her student was a girl. She believed this
would make the student more interested in the text.
During the reading of the book, Janice and the student sat on a couch. Janice carefully
pointed out pictures and explained words such as asparagus. Janice also addressed the sign, “No
Mexicans or dogs allowed.” She talked to the student about how those were mean signs and how
she did not feel that way. The rapport with the student was active throughout the thirty minute
tutoring session. In the post-observation interview, I asked Janice about the student’s engagement.
Aubrey: How do you think the use of the book…the biography impacted the students' engagement?
Janice: I thought that illustrations were fantastic, and she commented on them a
lot, and she was able to follow the story a little bit. Even though I think she wasn't
comprehending all the words, she was following the story by the illustrations,
which were excellent I thought.
In the post-observation survey (see Figure 14), Janice responded that the student was
more involved, enthusiastic, and participatory than in traditional social studies instruction. Janice
shared with me that she believed that the student seeing herself in the story was important. She
thought the student was able to relate to the historical figure since they were both young, Latino
girls. Janice related my research study to American Girl dolls and books and their success.
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Figure 14 Janice’s Tutor Reported Student Engagement Survey
Janice believed the culturally relevant book positively impacted the student (see Figure
14). Janice saw an increase in the student’s involvement during the tutoring session. She also believed the student was more enthusiastic and participated more than normal. Janice attributed involvement to the nature of the text.
Emily
Emily chose to read Separate is Never Equal, Sylvia Mendez & Her Family’s Fight for
Desegregation to three female students. The students were in second, third and fourth grades.
Emily read to the girls on a large couch. She had already preselected the book to read.
During the book reading, Emily used exciting voice inflection. The girls were literally on
the edge of their seats during some parts of the story. One of the girls was bouncing with excitement as the court case decision was announced. The students all participated when Spanish
phrases appeared in the book. The students were eager to help their monolingual teacher.
Additionally, Emily facilitated the students’ prior knowledge. She asked questions
throughout the reading to check for understanding. One of the students brought up the similarities of Mexican American segregation and African American segregation. The students appeared
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comfortable with Emily and asked many questions. Furthermore, the students wanted to read
more books from the basket of books I brought after they finished Separate is Never Equal, Sylvia Mendez & Her Family’s Fight for Desegregation. In the post-observation interview, I asked
Emily about the students’ engagement.
Aubrey: How do you think the use of the culturally relevant biography impacted
the engagement of the student?
Emily: I think they were definitely interested because I kept honestly stumbling
over the Spanish phrases and they enjoyed being able to translate it for me and
say it properly.
During this part of the observation, I was able to view Emily as the student and the students as the teacher. The students’ were noticeably more vocal when Spanish phrases arose in the
text. They were proud when the taught their teacher a new word.

Aubrey: The student brought up the segregation of black and white. So, that was
great.
Emily: And she's only in like second grade. I was like what a great connection.
In the post-observation surveys (see Figure 15, Figure 16, Figure 17), Emily implied the culturally relevant biographies positively impacted the engagement of
two of the students. Emily saw much more engagement with one student than she
had in past teaching exercises. Additionally, Emily rated one student with the
same engagement level. The student was already very involved, enthusiastic and
participatory during instruction.
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Figure 15 Emily 1 Tutor Reported Student Engagement Survey

Figure 16 Emily 2 Tutor Reported Student Engagement Survey

Figure 17 Emily 3 Tutor Reported Student Engagement Survey
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Emily reported increased engagement in two of her students when she introduced the culturally relevant biography. In one of her students, she reported the engagement was not impacted
by the text. The three students ranged in age from first grade through fifth grade. The older student was the student whose engagement was not impacted. While not impacted, her engagement
did not decrease. The two students with reported engagement increases asked to read another
book from my culturally relevant book basked after they finished the first book.
Bonnie
Bonnie selected Dolores Huerta, A Hero to Migrant Workers to read with a first grade
female student. She said the gender of the child and the gender of the main character helped her
decide on what book to choose. Bonnie believed the female student would be interested in reading a story about a woman. The week before, Bonnie asked if any books about Christopher Columbus were a part of my study. She asked since Columbus Day was approaching and Christopher Columbus spoke Spanish. Bonnie related language to being culturally relevant. The question about including a book on Christopher Columbus showed that Bonnie did not understand the
term culturally relevant. The question did show that Bonnie was standards focused and wanted to
include a person who the students would be learning about in the classroom.
While Bonnie read to the student she pointed to the pictures. Bonnie read with a tone that
was captivating and easy to follow. Throughout the reading, Bonnie stopped and asked questions
to check for understanding. She discussed the pictures with the student. Bonnie and the student
looked for specific people in the illustrations and talked about what activities the characters were
participating in during the story. In the post-observation interview, I asked Bonnie about the engagement of the student.
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Aubrey: Do you think that using the biography impacted the engagement of the
student when you were... Like during social studies time at all?
Bonnie: Yes, yeah. I think so. I think she recognized... I think especially the light
bulb came on when she said Mexico, she really realized, because even though we
were talking about speaking Spanish, I didn't think she particularly connected to
it, but made the connection when she said she'd seen farms and she wanted to go
Mexico and her mom was from there.
Bonnie believed the student did not believe the student originally connected to text until
she realized the historical figure spoke Spanish. After the student realized this, the student and
Bonnie had conversations had about the student visiting Mexico. The student’s interest appeared
to increase.

Figure 18 Bonnie’s Tutor Reported Student Engagement Survey
In the post-observation survey (see Figure 18), Bonnie indicated the student had no
change in involvement, enthusiasm, or participation. The survey results contradict Bonnie’s explanation in the post-observation interview. The survey was completed privately and the difference in response could be the cause for the differentiation in answer. Bonnie did say she did not

107
see the student completely connected to the text until Mexico was mentioned. Bonnie could have
taken into account early non-engagement in the story.
Susan
Susan and a fourth grade female student selected to read A Picture Book of Cesar Chavez.
The student had completed a project on Cesar Chavez the year before and Susan had helped her
work on it. There were two books pertaining to Cesar Chavez in the study. The fourth grade student looked through both books, and selected A Picture Book of Cesar Chavez over Harvesting
Hope: The story of Cesar Chavez. The student briefly looked over both books. The student did
not give a verbal reason about her choice for choosing one book over the other. A Picture Book
of Cesar Chavez has smaller print and more words per page. The student may have felt that the
book was more age appropriate. She smiled, grabbed the book and walked towards the space for
observation.
When we entered the small office area for the one-on-one tutoring session, Susan asked
the student if she wanted to read to her or if she wanted to be read to instead. The student did not
feel comfortable reading to Susan with the video recording. Susan began reading the story to the
student. Throughout the story, there were chuckles of laughter and the bond between the mentor
and mentee was obvious. Susan and the student referred to third grade many times and the project they had worked on together about Cesar Chavez. Additionally, the student helped her monolingual teacher with Spanish phrases. The student appeared to enjoy becoming the teacher and
helping her tutor learn new words. In the post-observation interview, I asked Susan about the engagement level of the student.
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Aubrey: How do you think the use of reading biographies impacted the engagement of the student during instruction?
Susan: I think again that the kids identify with a person.
Prior to the observation, Susan believed the student would identify with the culturally relevant biography based on her prior experience. She recounted the story from the previous year.
Susan appeared to have similar sentiments after the observation.

Figure 19 Susan’s Tutor Reported Student Engagement Survey
In the post-observation survey (see Figure 19), Susan indicated the student had no change
in involvement in the lesson. Susan also marked the student had the same level of participation.
Susan noted the student was less enthusiastic than normal during social studies instruction. Susan
did not explain the decrease in the student’s enthusiasm.
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Anna
Anna and a fourth grade male student read Sonia Sotomayor: A Judge Grows in the
Bronx. Anna and the student both identified as Puerto Rican as does Sonia Sotomayor. The book
was written in Spanish and English. Anna read the book in both Spanish and English.
The book was read in a one-on-one setting. The student and tutor sat next to each other in
chairs. Throughout the story, Anna asked many questions and related the story back to the student. She questioned about growing up in different neighborhoods, speaking different languages
and hard working mothers. Anna only asked questions in English out of deference to my lack of
fluency in Spanish. In the observation I observed many different emotions. The instruction had
times of laughter, happiness, and tears. Anna was emotional towards the end of the book when
Sotomayor becomes the first Latina Supreme Court justice. After the observation I asked Anna
about the engagement level of the student.
Aubrey: How do you think that using culturally relevant biographies impacts engagement of the student?
Anna: I think it gives them opportunities to see themselves in different career
fields.
Anna was my most engaged tutor during the observation. She also appeared to be extremely excited to participate in the research study. She spoke to me about the study beforehand
and believed it would be empowering for the students’ to have texts with Latino main characters.
In the post-observation survey, Anna reported no change in engagement in the student she instructed (see Figure 20).
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Figure 20 Anna’s Tutor Reported Student Engagement Survey
In the post-observation survey (see Figure 13), Anna indicated there was no change in the
engagement level of the student. Prior to the interview, she remarked that the student often
played an active role in the classroom. Anna marked that the student had the same level of involvement, enthusiasm, and participation as he had in traditional social studies instruction. I also
think Anna’s emotional response to the book was surprising to the student.
Brad
Before the tutoring session started, I saw the second grade male student plundering
through the basket of books. He was holding That's Not Fair!: Emma Tenayuca's Struggle for
Justice in his hand when Brad told him it was too long. The book is written in Spanish and English and is 40 pages. The student quickly went for Brad’s choice, Roberto Clemente: Pride of the
Pittsburgh Pirates after he learned it was about baseball.
While Brad read the book, the student sat in a chair beside him. Brad was initially nervous about the video and audio recording. The book reading was quick and Brad did not ask any
questions. I believe this was due to the recording equipment and my presence. The story did not
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stop unless the student commented. Brad seemed to be very involved in the story. Brad appeared
emotional during the part of the story when Roberto Clemente died. In the post-observation interview I asked Brad about the student’s engagement.
Aubrey: How do you think using a culturally relevant biography or book like this
impacted the engagement during the reading of the student?
Brad: I think it made it more interesting for him, for the student and it's someone
with maybe even just slightly similar background engaged in something that's interesting to the student.
In the post- observation interview, Brad aligned with many of the other tutors stating that
he believed his student was more interested in learning about a person. Brad commented on how
studying someone with a similar background to the student made the lesson more engaging. Brad
appeared to believe the student’s engagement had increased.

Figure 21 Brad’s Tutor Reported Student Engagement Survey
The post-observation survey (see Figure 21), Brad’s markings did not match his remarks
in our conversation. Brad noted the student was less participatory while using a culturally rele-

112
vant biography than during traditional social studies instruction. Brad indicated the student had
the same level of involvement and enthusiasm. Brad may not correlate interest in the subject with
engagement.
In the post-observation interviews, the reported engagement level often differed from the
teacher/tutor reported engagement survey. I only included the first two questions of the survey in
this chapter because all teachers and tutors reported similar answers to the last two questions
about the students’ general classroom behavior and work ethic. The participants reported good to
great work ethic and class behavior. The teachers and tutors were able to choose the students
they worked with during the observation. Therefore, I am sure they chose students with whom
they knew had good work ethic and classroom behavior. The teachers and tutors all reported the
students appeared to be more engaged in the content because they could relate to the main character of the story. The difference in survey results versus interview questions could be due to
numerous reasons. Participants could have wanted to avoid conflict during the interview. Participants could have not read or understood the surveys correctly. Additionally, participants could
have been rushed. Harris and Brown (2010) report that when using surveys and interviews to ask
similar questions “at best complementary but distinct results will arise” (p. 12).
Summary
Most of the participants and the students involved in the study had never been introduced
to culturally relevant biographies. The bookshelves and the library at Adelina Otero-Warren
Learning Center did not have books similar to the ones used in the research study. The books on
the shelves included mostly white faces, colors, and animals. Most of the participants had never
heard of the culturally relevant biographies’ main characters. Many of the students commented in
a surprised manner throughout the tutoring sessions that the characters in the books looked liked
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them. The trenzas or braids in Sylvia Mendez’s hair sparked considerable discussion. They
seemed even more taken aback when the characters in the stories spoke in Spanish. Watching a
student share their language with a monolingual tutor was a powerful experience. The transformation from tutee to tutor seemed to empower the children who worked with the participants. In
the following chapter, I provide a cross-case analysis of the participants. I explain the similarities
and differences in the participants along with common themes that emerged in the data.
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5 CROSS-CASE ANALYSIS
"That we are all individuals; that we are all human beings; that we are all connected together; and that we all have the same rights, the same freedom " (Sylvia Mendez on what her
parents taught her, 2011).
The purpose of this chapter is to provide a cross-case analysis of six teachers and tutors
employing culturally relevant biographies during social studies instruction. The cross-case analysis will provide answers to the following two research questions: 1) How do ESOL teachers and
tutors perceive culturally relevant biography integration during United States History instruction? 2) How does the use of culturally relevant biographies impact teacher and tutor reported
student engagement with EL Latino students?
The data in this chapter was collected through field notes, video recorded observations,
and teacher/tutor reported engagement surveys, and teacher/tutor pre and post- observation audio-recorded interviews. Interviews and observations were transcribed and analyzed throughout
data collection. Each participant took part in two interviews. The first round of interviews took
place before the observation. The interviews focused on teacher and tutor backgrounds and
teacher and tutor opinions on using culturally relevant biographies during social studies instruction. The second round of interviews took place after the observations. Each post- observation
interview focused on the teacher and tutor attitudes on future use of culturally relevant biographies during social studies instruction and the engagement level of the student. After the second interview, teachers and tutors were asked to fill out a brief survey over to rate the engagement level (see Appendix A) of the student(s) they were working with during the tutoring session.
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The analysis of the data began by closely reading over transcribed interviews and observations multiple times. Then, I listened and re-listened to recorded interviews. I also watched the
video observations several times. Afterwards the participants’ interviews and observations were
coded. Line-by-line coding was performed with gerunds. “This type of coding helps to define
implicit meanings and actions, gives researchers directions to explore, spurs making comparisons
between data, and suggests emergent links between processes in the data to pursue and check”
(Charmaz, 2014, p.120). Charmaz (2014) code for coding was followed (see Table 7).
Table 7 Charmaz, A Code for Coding
Remain open
Stay close to the data
Keep your codes simple and precise
Construct short codes
Preserve actions
Compare data with data
Move quickly through the data.
(p. 120).
The use of Charmaz’s code for coding afforded the opportunity to process data while still
at the tutoring centerduring the observation stage of the study. The immediate transcription and
analysis of the field notes, observations and interviews allowed me to move quickly through the
data. Additionally, analyzing in a short time span helped me to preserve actions. The instantaneous transcription of the data helped to keep the participants' voices and conversations in the final
product.
Furthermore, afterAfter line-by-line coding was performed, I looked for recurring phrases
and words in transcripts. A list was made of words and phrases (see Table 8) that were not in the
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questions that appeared the most throughout the transcriptions. The list of words and phrases
along with the repetitious reading of the transcribed interviews allowed me to perform a crosscase analysis of the six participants’ experiences using culturally relevant biographies during social studies instruction.
Table 8 Common Words and Phrases
Latino
Benefit/Value
Looked Like Student
Interest
Person is Better Than Facts
Relatable Person
Spanish Phrases
Background Knowledge
Illustrations

The common words and phrases (see Table 8) appeared throughout the participants’ pre
and post- observation interview transcripts. Additionally, theThe words and phrases were part of
the observations, as well. Furthermore, words were located in field notes. The field notes and
transcripts were read and reread to look for common words and phrases. Common words and
phrases were highlighted throughout transcripts and field notes. Additionally, transcripts were
placed in a word cloud creator as a research check. The common words appeared larger on the
word cloud as well. The idea that the main character of the story looked like the student (and
sometimes the participant), spoke Spanish, was relatable and Latino were the key parts of most
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conversations. Also, the idea of teaching a person historical figure was better than teaching facts
was a recurring theme of the interviews and observations.
Participant Selection of Culturally Relevant Biographies
The culturally relevant biographies for the study were in a basket and labeled to let the
participants know they were to be used for observationduring my observations. The basket sat
next to Emily’s desk. Emily was is the program director for Adelina Otero-Warren Learning
Center. The biographies to use for observation were selected by the participants. Brad and Susan
allowed the student to help select the text. The participants had not previously used the texts in
instruction. All participants commented they had never seen these texts prior to the study. If they
chose, participants had time with the books prior to implementation in their instruction. All participants, except for Janice and Emily, picked out their texts on the way to the observationimmediately prior to the observation.
For the research study, Janice and Emily selected Separate is Never Equal, Sylvia Mendez & Her Family’s Fight for Desegregation to use with their students. Bonnie chose to use
Dolores Huerta, A Hero to Migrant Workers. Susan read A Picture Book of Cesar Chavez with
her student. Anna selected Sonia Sotomayor: A Judge Grows in the Bronx. Lastly, Brad used
Roberto Clemente: Pride of the Pittsburgh Pirates during his observation.
The gender of the historical figures in the culturally relevant biography played a role in
selection (see Table 9). Janice, Emily, and Bonnie all selected text with female main characters
because they were reading to girls (see Figure 22). They thought the female students would be
more interested in reading about a woman.
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Janice: I think that they can just relate more when it's something... It's their same
sex, that it's their same nationality and language. I just think they can relate to that
more.
Bonnie: I just thought it might be interesting to…. if she could relate to the female.
While Brad selected a text about a male to read to a male student, he did not say it was because
the student was a male. Janice and Anne selected texted texts opposite of the gender of their students.

Table 9 Gender of Children’s Books
Title of Children’s’ Books
A Picture Book of Cesar Chavez
Dolores Huerta, A Hero to Migrant Workers
Harvesting Hope: The story of Cesar Chavez
Portraits of Hispanic American Heroes
Roberto Clemente: Pride of the Pittsburgh Pirates
Separate is Never Equal, Sylvia Mendez & Her Family’s Fight for
Desegregation
Sonia Sotomayor: A Judge Grows in the Bronx
That's Not Fair! : Emma Tenayuca's Struggle for Justice

Gender of Main Character
Male
Female
Male
Male & Female
Male
Female
Female
Female

The books in the study included both male and female main characters (see Table 9). Fifty-five percent of the books represent females and forty-five percent represent males. In searching for culturally relevant books, I wanted to include books with main characters representing
both genders. I did not consider, however, that participants would choose books based on the
gender of the character.
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Culturally Relevant Books Chosen
6
5
4
3
2
1
0
Female Main Character,
Male Main
Female Main Character, Male Main Character,
Female Student
Character,Male Student
Male Student
Female Student

Figure 22 Culturally Relevant Books Chosen
After analyzing the selection of the books in relationship to gender (see Figure 22), five
female students were read a book with a female main character. Four participants selected texts
where the gender of the main character matched the gender of the student. The role of gender in
biography selection may have impacted engagement. Students may have been more interested in
reading about a culturally relevant historical figure who was the same gender. Teachers and tutors may have been more engaged in the book if they identified with the gender of the historical
figure.
The age of the subject in the biography also made an impact on selection. Janice and
Emily stated they selected the a particular book because the main character was close in age to
the children they would be working with during the observation. The other participants did not
bring up the age of the historical figures. Only Separate is Never Equal, Sylvia Mendez & Her
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Family’s Fight for Desegregation, included a main character where the protagonist was an elementary-aged child. The other culturally relevant biographies focused on adults.
The nationality of the subject was a factor for selection as well. Brad and Anna selected
books because the historical figure was Puerto Rican. Anna and the student she worked with both
identified as Puerto Rican.
Aubrey: Why did you choose this book?
Anna: Because she was also Puerto Rican and had curly hair.
Anna and the student stated their nationality without being questioned because they were excited
to share their commonalities with the main figure.
Anna: I saw myself in the book. I would go ahead and read the book
Brad did not identify his nationality during the interview process.
Table 10 Frequency of Books Chosen
Title of Children’s Books

Number of Times
Chosen

A Picture Book of Cesar Chavez
Dolores Huerta, A Hero to Migrant Workers
Harvesting Hope: The story of Cesar Chavez
Portraits of Hispanic American Heroes
Roberto Clemente: Pride of the Pittsburgh Pirates
Separate is Never Equal, Sylvia Mendez & Her Family’s Fight for
Desegregation
Sonia Sotomayor: A Judge Grows in the Bronx
That's Not Fair! : Emma Tenayuca's Struggle for Justice

1
1
1
0
1
2
1
0

Due to the limited amount of books and the six participants, a trend with respect to the
book selection (see Table 10) is hard to determine. All participants had access to each book.
Each book had at least two copies available at all times. The book with seven available copies,

121
Portraits of Hispanic American Heroes, was not chosen. The front cover illustrations, gender of
main character, and length of the book appeared to have had the most impact on book selection.
Participant Definition of Culturally Relevant
During the pre- observation interview, all participants were asked to provide a definition
of culturally relevant. The idea ofgoal for asking this question was to tap in to participants’ prior
knowledge the participants had about the meaning of culturally relevant. Anne and Bonnie both
gave answers that aligned with parts of definitions included in Chapter 1. Anne and Bonnie focused on relatingindicated their understanding of culturally relevant was related to race-to-race,
language, and nationality. Other participants seemed unaware of the term. . Their responses included culture and relevant along with the long pauses from the participants.

Figure 23 Word Cloud of Participant Responses
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I created a word cloud of the participants’ definitions of culturally relevant (see Figure
23). Word clouds highlight words that are used the most in text by making them larger. Additionally, word clouds allow readers to see a snapshot of all words used by participants while defining culturally relevant. The use of the terms “culture” and “relevant” appears numerous times
in the teacher and tutor responses and are therefore largerbigger on the word cloud. The loose
definitions of culturally relevant indicated the concept was new to most of the participants.
Participants perception of culturally relevant biography integration
All six participants believed using culturally relevant biographies during social studies
instruction would be beneficial to students prior to implementation. Teachers and tutors did not
pushback or hesitate when I asked them about the integration of the texts into their small group
instruction. The participants’ years of experience working with students ranged from two to thirty-two years. Since all participants had worked with EL Latino students for more than one year
Adelina Otero-Warren, they appeared comfortable in their instructional practice. Many of the
participants had worked with EL Latino students in other environments as well. The participants’
years of experience working with students ranged from one to thirty-two years.
In the post- observation interviews, all participants indicated they would use culturally
relevant biographies in future instruction. Five of the participants indicated that studying about
the life of a real person was better than studying historical facts. The idea that students could
learn content via biographies during social studies instruction was exciting to the participants.
The students were able to recall social studies content after listening to the participants read the
culturally relevant biographies. Additionally, all six participants spoke about the benefits of
studying individuals with similar backgrounds of thebackgrounds similar to the students and the
interest that developed with including culturally relevant biographies.
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The participants did mention access to books, like the ones in the study, were were not
readily available. One participant said she regularly visited bookstores and had not seen these
types of books on the shelves. The participants asked where I purchased the books, found the
books, and how I came to know about the books. I shared with the participants that all books had
been purchased online and many of the books were ones I had used in my own classroom. Additionally, I discussed how I learned of the books by doing research, speaking with colleagues, and
attending conferences.
Janice and Bonnie mentioned the length of the texts (see Table 11) as a determinant for
selection. While the teachers and tutors were not required to read the entire book, all of the participants did. Janice and Bonnie believed the books they selected were too long for first graders.
Bonnie: The one that I was reading was too hard for her, but she could follow along because of the great illustrations. It was probably a little deep for a first grader.
Bonnie said leveled texts, a set of books on a variety of reading levels on the same topic, would
be better to use for full class instruction. Bonnie happily agreed to use the text in a one-on-one
tutoring session. Brad discussed the length of the text as well with the student prior to observation. Brad selected a text that he believed worked well for a second grader.
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Table 11 Page Length and Recommended Grade Level of Text
Title of Children’s Books
A Picture Book of Cesar Chavez
Dolores Huerta, A Hero to Migrant Workers
Harvesting Hope: The story of Cesar Chavez
Portraits of Hispanic American Heroes
Roberto Clemente: Pride of the Pittsburgh Pirates
Separate is Never Equal, Sylvia Mendez & Her Family’s Fight
for Desegregation
Sonia Sotomayor: A Judge Grows in the Bronx
That's Not Fair! : Emma Tenayuca's Struggle for Justice

Page
Length

Recommended
Grade Level

32 1st grade
32 1st- 3rd grade
48 Preschool- 3rd
grade
96 3rd- 7th grade
40 Preschool- 3rd
grade
40 1st- 4th grade
40 Preschool- 3rd
grade
40 Kindergarten2nd grade

The page length and grade levels of all texts (see Table 11) were not readily available to
the tutors and teachers. Since Adelina Otero-Warren Learning Center is an afterschool tutoring
center for English learners, students read at variety grade levels. Furthermore, I wanted the
teachers and tutors not to feel limited in their book selection. Additionally, since the teacher
could read the text, students could have books read to them that were above students’ reading
level. The culturally relevant biographies were available for two weeks prior to observations for
teachers and tutors to view. , although most chose not to preview the material.
Teacher and Tutoring Positioning During Reading
The positioning of the teachers and tutors during the tutoring session did not vary greatly.
Tutors and teachers had the opportunity to select where the sessions would take place. If the tutors or teachers did not have preference, I suggested that they use the mailroom because there
was less foot traffic, and greater solitude. Janice and Emily both choose chose to read on couches
next to their students. Emily read in her classroom and Janice read outside the library. The two
participants sat close to their students in order to share the pictures as they read. The students
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looked comfortable with the participants and were excited to read on the couches. Brad, Anna,
Bonnie, and Susan all read in chairs side-by-side in the mailroom with their students. Each participant placed the chairs in a position to allow the student(s) to see the pages of the text. All participants were cognizant of body placement, book placement, and student vision as they set up
their tutoring time. The small group sessions made it obvious that the students were used to
transferring from large to small group seamlessly. The students did not question why they were
working in a small group or one-on-one environment. Additionally, the students returned to large
group, classroom style, tutoring after working with the participant. Several students did ask to
read another book like the one they had just read.
Teachers and Tutors Prior Experience with Biography Integration
While almost all the teachers and tutors were new to the idea of using culturally relevant
biographies, some had helped incorporate historical figures into instruction previously at Adelina
Otero-Warren. Bonnie talked about celebrating people through heritage months, such as Hispanic Heritage Month. Emily talked about studying figures during Black History Month. Susan recounted reflected on helping a student prepare for a project on Cesar Chavez during the previous
school year. In the state where the lessons were taught, the word “immigrant” is not included in
the elementary social studies standards. Cesar Chavez, an activist for migrant farm workers, is a
subset of the standards for third grade social studies (state standards, 2004). Chavez is included
in a lengthy list of other individuals. Neither “Latino” nor “Latina” is mentioned in the standards.
Additionally, Janice remembered helping first grade students with a historical figure project.
Aubrey: What type of materials are usually used during social studies tutoring?
Janice: Yeah. I know that we helped our kids last year... I can't remember if we did this
the year before, I think we did. They were in school. They were to dress, they were to
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have a costume with a historical figure thing, and then report on that person, and we
helped them with some of their research on that and stuff when they came in the afternoon, so that was cute I thought. But I don't recall that we ever did anything specific in
the classroom that I helped with, other than the day that they were getting ready to have
the play, as it were.
The state lists: Benjamin Franklin (inventor/author/ statesman), Thomas Jefferson (Declaration
of Independence), Meriwether Lewis and William Clark with Sacagawea (exploration), Harriet
Tubman (Underground Railroad), Theodore Roosevelt (National Parks and the environment),
George Washington Carver (science) as persons of study (social studies state standards, 2004).
Furthermore, a host of folk tales is is included in first grade standards (2004) as well: John Henry, Johnny Appleseed, Davy Crockett, Paul Bunyan, and Annie Oakley. The only bilingual historical figure in the standards for this grade is Sacagawea. Additionally, all historical figures are
native born Americans. Furthermore, it should be noted that some of the heroes studied might
not have been real people, such as Johnny Appleseed and Paul Bunyan.
The other tutors did mention previously using biographies during social studies instruction. The tutors' and teachers' participation in this research study was their first intentional use of
culturally relevant biographies. The elementary social studies state standards where Adelina
Otero-Warren Learning Center is located only includes one Latino, Cesar Chavez. The list of historical figures in the elementary social standards however, is extensive. The historical figures do
not mirror the classrooms in the Southeastern metropolitan city.
Culturally relevant biographies impact student engagement
An overview of the teacher and tutor reported surveys shows that students who were less
involved in social studies instruction were more involved during the use of culturally relevant

127
biographies (see Figure 24). Students who were reported as very involved and active classroom
participants had a small change or no change in engagement level when the use of culturally relevant biographies was used during instruction. Furthermore, the "middle-of-the-road" student
participated less when culturally relevant biographies were a part of social studies instruction.
Teacher and tutor reported student engagement questionnaires are located in Chapter 4.

Teacher and Tutor Reported Student
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0
Student engagement
increased

Student engagement
stayed the same

Student engagement
decreased

Figure 24 Teacher and Tutor Reported Student Engagement
The surveys reported indicated three of the students were more engaged when culturally
relevant biographies were introduced into social studies instruction (see Figure 24). The engagement level of three of the students stayed the same when culturally relevant biographies
were presented during tutoring. Two of the students had a partial decrease in engagement. The
study did not yield any students who decreased in all levels on the engagement survey. The students, whose engagement did decrease, decreased in enthusiasm and participation. The teachers
and tutors did not comment on a decrease in engagement in the post-observation interview.
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Figure 25 Teacher and Tutor Reported Student Engagement Questionnaire
The use of surveys (see Figure 25) allowed comparisons of students’ engagement level
during social studies instruction with and without culturally relevant biographies. I wanted the
survey be short and easy for the teachers to complete, but also show whether or not the students’
engagement level was impacted by the text. The surveys also allowed comparisons of multiple
students in the same tutoring session.
Even with varying results on the tutor reported engagement questionnaire (see Figure 25),
all tutors and teachers reported they would use culturally relevant biographies in future social
studies instruction. This response contradicts the survey results for the participants who reported
biographies led to decreased engagement. Bonnie, Emily, Brad, and Anna highlighted the use of
Spanish phrases throughout the culturally relevant biographies in their post- observation interviews. As an observer, I saw the shift in the students’ engagement as the participants came to
passages in the books with the students’ first languages. One teacher stated in response to a student reading a phrase in Spanish, “That was perfect, much better than me. What does that

129
mean?” (Peters, 2015). There was a noticeable excitement and eagerness to speak on behalf of
the students, especially if they were working with a monolingual tutor or teacher. Students
helped their teachers and tutors understand Spanish. One participant asked, “How do you say...
How do you say it in Spanish?” (Peters, 2015). The students’ large smiles indicated their pride
for their first language whenever their teacher would ask them for help.
Additionally, participants mentioned that studying the life of a person was more engaging
than learning mundane historical facts. “It's more effective to talk about one interesting person
and still get all the ideas, still manage to give all the information, dates, and stuff like that in the
context” (Matthews, 2015). The idea that students connect better to a person rather than a list of
dates and facts was discussed several times by different participants and without a question to
prompt this response.
Bonnie: Did you like that story? And it's a special story because she is a Latina. Do you
know what that means? No? Latina means that she speaks Spanish. She might be from
Mexico... Yeah? Like your mom.
While the participant’s definition of Latina may have not been correct, the student identified with
the heroine in the story. Continually, throughout the interview process the teachers and tutors
discussed the idea that if the students could relate with the individual in the story, they might be
more engaged. Engagement was evident after the mispronunciation of the word trenzas, braids in
English, by the teacher. “I don't know. That's what I was gonna ask you guys. Is that a Spanish
word? It's not a word I know. "Trenzas"?” (Peters, 2015). The participants listed many reasons
howways in which students could associate to historical figures such as: language, nationality,
family story, hairstyle, and race.
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The two former teachers in the study, Bonnie and Emily, employed teaching strategies
during the use of reading their books to help initiate engagement. The field notes and transcripts
indicated the two teachers stopped throughout the reading of the text to ask probing questions,
had the students point to different pictures and to collect feedback.
Emily: Oh, and how do you think she felt when someone said, "Go back to the Mexican
school”
The teachers also explained the text in detail.
Bonnie: It says that she is a hero to migrant workers. And migrant workers are people
who work in the fields and they pick the crops and then maybe when they finish there
then they move to the next place and the boys and girls have to move, too.
Since I was able to observe Emily and Bonnie during their normal instruction, I know they also
used these strategies during their typical instruction.
While the tutors used questioning techniques to develop student engagement, they differed from the teachers. The difference was noticeable in the frequency and type of questions
asked. The teachers seemed to be able to anticipate upcoming questions and ask students for clarifying responses. Since all tutors had volunteered with English learners from one to thirty- two
years, they were able to read facial expressions for signs of confusion. Additionally, the participants all knew their students very well. When the student seemed unfocused or removed from the
text, most tutors used questions and pictures to pull the students back into the stories. Distractions and interruptions could have impacted the observations, since the sessions sometimes took
place outside of the students’ normal tutoring classroom. Additionally, many students had questions about my presence and my video and audio recording equipment.
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Teacher and Tutor Additions to Culturally Relevant Biographies
The teachers and tutors were able to use the culturally relevant biographies in any method
they chose. Teachers and tutors were not instructed on how to implement the text into their tutoring instruction. Teachers and tutors also had access to the books prior to tutoring sessions. Most
participants did not select the culturally relevant biography prior to the tutoring session. Bonnie
and Emily, the teachers, added the most to the text. They each took time to point out details,
connect text to content, and relate the main character to the student. Janice also spent part of instruction explaining the pictures and time period to the student. She made sure the student was
aware of all of the types of vegetables in the storybiography. “Do you know what asparagus is?”
Additionally, Janice made reference to the time period of the story throughout the reading. She
used her age to help the student understand how long ago the story took place. Anna related the
story to herself and the student she was working with throughout the process. She made reference to being Puerto Rican, being a mother, and having a giving selfless mother. Additionally,
Anna asked the student about his experiences. Susan and Brad added very little additional information to the books. Susan did relate the book back to the student’s previous project. The transcription of Brad’s tutoring session shows no back and forth between the participant and the student during the reading. The transcription of Brad’s tutoring session is almost identical to the biography word for word. Furthermore, Brad and Susan were the only two who reported that student engagement partially decreased on the tutor reported student engagement survey questionnaire.
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Culturally Relevant Biographies Impact on Teacher and Tutor Engagement
One surprising finding was the teacher and tutor engagement in the study. Brad and Anna
showed an emotional attachment to the books they choose. Anna was brought to tears and had to
take a moment away from the text.
Anna: It was good. It made me emotional.
Anna talked about how the story reminded her of her own childhood, especially her own mother.
Brad was surprised that the death of Roberto Clemente was mentioned in the text and seemed
unprepared with how to handle the rush of emotion. He quickly finished the book.
Teachers’ and tutors’ engagement appeared to come from learning about new historical
figures.
Bonnie: Like I didn't know about the lady today.
Throughout the time at Adelina Otero-Warren Learning Center many of the teachers and tutors
commented that they had never heard of the main characters in the culturally relevant biographies. The Latino participants were the only ones who knew many of the stories. Anna, the Latina participant, was particularly interested in the how the students’ engagement levels were impacted by using culturally relevant biographies. The other participants mostly noted hearing only
of Cesar Chavez prior to the study.
Additionally, the other teachers and tutors at the center asked many questions about
where to locate more books like the ones in the study. They were excited that the books would be
staying at Adelina Otero-Warren Learning Center. The tutors and teachers all expressed an interest in reading the other texts to learn more about Latino American heroes. The participants expressed interest in using the books during their lessons with other students at the center.
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Similarities and Differences of Teachers and Tutors
The participants in the study have many similarities and differences (see Table 12) in relation to how they used the culturally relevant biographies during their instruction. The similarities and differences of the participants were impacted by their past experiences, educational
backgrounds, and length of time as tutors/teachers. All participants were intentional in on using
culturally relevant biographies since they signed up to participate in the research study. The participants all believed EL could be successful in the classroom. Additionally, all participants said
they would use culturally relevant biographies in future instruction if they had access to materials. Furthermore, the participants said they believed teaching about a person was better than
teaching about facts when it came to social studies instruction. Lastly, all participants believed
that culturally relevant biographies could increase the engagement level of students.

Similarities

Names
Teacher/tutor
Differences
Spends time explaining new words

Janice
Two year tutor

Believes in EL success
Will use culturally relevant biographies in future instruction
Would rather teach historical figure than historical facts
Believes culturally relevant biographies increases engagement

Connects book with
school content

Relates book to
family members

•
•
•
•

Emily
Certified teacher

Bonnie
Certified teacher
Relates book to past
projects

Susan
Two year tutor

Picked book because she identified with main
character

Anna
One year tutor at
center
Read book in
Spanish and English
Picked book
based on sports

Spanish and
English speaker

Brad
Two year tutor
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Table 12 Similarities and Differences of Participants
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The participants varied in their use of the culturally relevant biographies. While all participants chose to read the book as their method of instruction, they delivered the content in the
book’s content in a slightly different manner. Bonnie and Emily used probing questions throughout the text to engage the students. Bonnie also situated the student in the book and constantly
related the book back to the student’s personal life. Emily helped connect the book to school and
the feelings students have when they are there. She also related it to school standards. Emily also
read with inflection to keep the students engaged in the text. Janice focused on explaining words
throughout the entire story. She never missed an opportunity to explain a new vocabulary word.
Janice also used her age to help situate the time period of the text. Susan, like Brad allowed the
student to help choose the book. Instantly, student ownership was evident in the tutoring session.
The students were proud to have helped select the book. Susan also related the book back to past
project the student had. Like Emily, Susan connected the book to school content. Anna picked
the book because she identified with the main character. Anna, like Brad, is bilingual. Anna
chose to read the book in Spanish and English. Throughout the story, Anna constantly related the
book to herself and the student. Brad was the only male participant in the study. He and the student selected the book in part because of the baseball illustration on the front cover. Brad mentioned that the student’s mother was currently teaching him to cook traditional Latino dishes af-
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ter he finished tutoring her son in the afternoons. This relationship was unique and not mentioned
by any of the other participants.
The similarities and differences among the teachers and tutors made each observation and
interview unique. The variety of books, the age of the students, and the different experiences and
backgrounds of the teachers and tutors led me to collect an assortment of data. The variations on
the implementation of culturally relevant biographies with Latino ELs make portions of the study
useful for classroom teachers to modify for their own environment.
Conclusion
Cross-case analysis reveals many common themes between the six cases studied here.
The most striking similarity between all cases being is that this study was the first time the participants intentionally used culturally relevant biographies during social studies instruction. Other themes emerged through cross-case analysis such as: (a) participants would use culturally relevant biographies again, (b) participants thought teaching a personthrough the use of biography
was better than teaching historical events, (c) participants assumed culturally relevant biographies would increase engagement, and (d) participants believed English learners could succeed
in public schools.
The analysis of the video recorded observations and interviews paired with field notes
helped to answer the research questions: 1) How do ESOL teachers and tutors perceive culturally
relevant biography integration during United States History instruction? 2) How does the use of
culturally relevant biographies impact teacher and tutor reported student engagement with EL
Latino students? ESOL teachers and tutors believe culturally relevant biographies have a place in
United States History instruction. The participants in the study found the culturally relevant biographies helpful during their instruction. Additionally, the participants saw the students connect to
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the historical figures in the text. While the participants believed the students would be more engaged with the use of culturally relevant biographies, increased engagement was not always the
case. Even though the survey data reported fifty percent of the students had an increase in engagement level, some students stayed the same and about twenty percent of students had a partial
decrease in engagement. The survey data did not consistently match participant interviews, field
notes, and observations. Engagement was sometimes reported verbally, but not conveyed on participant questionnaires.
The surprising discoveries of the research study were the engagement level of the participants and the role of gender in book selection. Upon starting the study, I assumed the most of the
participants would know the historical figures in the research study texts. Additionally, the emotional reaction to the Latino heroes and heroines was unexpected. The finding was humbling and
reminded me teachers are lifelong learners. In the next chapter, I provide a summary of the
study. Additionally, I share the impacts of the study and possible expansions on research.
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6 DISCUSSION
“My hero is my mother her name is Imelda she is from Zacatecas, Mexico. She is 45
years old she speaks Spanish, but she is trying to learn some English. My mom has 5 children, 3
boys and 2 girls. My mother always wants the best for my brothers and I. She works a lot for us,
to buy food or clothes and to give us a good education” (Southall Students, 2015).

In light of present attention to immigration and refugees after the 2015 Paris terrorist attacks, I’m worried the use of culturally relevant teaching during the instruction of United States
History will decline in towns and cities where students need this type of teaching and learning
the most. The portrayal of immigrants by many media outlets is negative and unwelcoming. Furthermore, as the United States 2016 presidential campaign progresses, the focus on stronger borders and talk of deportation from many of the candidates fosters strong emotions from my classroom teaching experience. Each new sound bite that infiltrates the Internet makes me wonder
about how my former high school students are interpreting the media. During my time as an
ESOL social studies teacher, the students and I spent many hours breaking down news stories,
talking about immigration, and discussing the fear of deportation. The reality of deportation was
all too real for some of my students. During my last weeks as a high school teacher, I wrote the
following letter:
Dear Honorable Immigration Judge,
I have had the privilege of teaching Sam Gonzalez (pseudonym) at Washington
International High School (pseudonym). He has been a wonderful student in my World
History class during the 2014-2015 school year. He has held a passing average through-
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out the course of the class. Sam has added to class discussions, welcomed new students,
and played a vital role in our classroom environment. Sam’s eagerness to participate in
the classroom community is contagious to others. Additionally, Sam and his family have
been involved in school and community events that help to support our growing school
culture. Sam is an asset to our school, community, state and country. As a citizen of the
United States of America, I wholeheartedly ask that you cancel deportation of Sam Gonzalez.
Sincerely,
Aubrey B. Southall, Education Specialist
The new ESOL social studies teacher at my former school followed up with a similar letter at the start of the 2015-2016 school year. I am pleased to say that Sam’s deportation was canceled and he is currently enrolled in his junior year of high school. Positive rulings were not always the case for other students.
As a former ESOL social studies teacher, the use of culturally relevant biographies afforded me the opportunity to show my students that English learners have and will continue to be
successful in the United States. Many of my students clung to the idea that Martin Van Buren,
the eighth United States President, was an English learner. Even though most of my students
could not identify with Van Buren’s Dutch background, his linguistic story gave them hope and
was exciting. The positive reaction to Van Buren’s story encouraged me to include more culturally relevant biographies into my daily instruction. Adelina Otero-Warren, Dolores Huertas, Yick
Wo along with many others became areas of focus for discussion, teaching, reading, and writing.
In my own teaching experience, students were more engaged in instruction when learning about
a person with whom they could identify.
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The idea of United States History courses being too liberal is not only found in southeastern states like North Carolina, Tennessee, and Georgia (Fischer, 2015). These issues have also
been debated on the floors of state legislatures in Colorado, Oklahoma, and Nebraska (CNN,
2015). As the state Senators and House of Representatives members scramble to make sure the
Founding Fathers were not excluded from the teachings of the United States, I had my students
write about their heroes for a class book. The students told the story of someone in their family
who had moved to the United States. Additionally, the students included the languages the person spoke and what impressed them the most about their hero. The powerful first hand accounts
aided our study of culturally relevant biographies. The students’ collectively wrote the opening
of our book (see Figure 26): “We were inspired by the individuals in history who made our lives
what they are today. We wanted to share with the world other individuals who made us who we
are.”
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Figure 26 Our Heroes Title Page
The students’ choice of words overwhelmed me. The discussions of other historical figures such
as Sylvia Mendez had impacted the ELs.
As a classroom teacher, I used Separate is Never Equal: Sylvia Mendez & Her Family’s
Fight for Desegregation to introduce the topic of school segregation to the students in my sheltered social studies class. The book led to discussions on equality and justice for Spanishspeaking students, Mexican American students, and immigrant students. Separate is Never
Equal: Sylvia Mendez & Her Family’s Fight for Desegregation also served as a preview for the
novel study Sylvia and Aki. Sylvia and Aki was also used to introduce World War II as it expands
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on the story of Sylvia Mendez and brings in the perspective of an interned Japanese-American
family.
In the fall of 2015, Separate is Never Equal: Sylvia Mendez & Her Family’s Fight for
Desegregation and Sylvia and Aki was included in course readings for elementary preservice
teachers in the graduate level social studies methods course I was instructing. One of my students, Danielle, (a pseudonym), decided to incorporate Separate is Never Equal: Sylvia Mendez
& Her Family’s Fight for Desegregation into the first grade classroom where she was completing one of her practicum assignments. She invited me to her practicum placement to see her students’ completed work.
Danielle’s practicum classroom is in a metropolitan Southeastern city school system with
a high Latino population. Ninety-eight percent of the students receive free or reduced lunch. In
Danielle’s classroom, over ninety percent of the students self identify as Latino. A majority of
the students are English learners. Danielle’s classroom was similar to the site of the research
study.
Danielle’s use of Separate is Never Equal: Sylvia Mendez & Her Family’s Fight for Desegregation allowed her to bring in a Latino perspective during social studies instruction. The
book was Danielle’s students’ first exposure to Sylvia Mendez and her family’s fight for freedom. The students quickly attached themselves to the storylines. The echoing carol from her
classroom, “I am proud to be a Mexican American” was heartwarming. After Danielle’s lesson
and the students could not stop talking about Sylvia Mendez. Each student wanted to share what
he or she had learned about the courageous Mendez family. The students were also proud of the
bulletin board they had made to say “thank you” to Sylvia Mendez.
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The connection of my former classroom to my social studies methods course and then to
a current classroom was extremely exciting. The use of Separate is Never Equal: Sylvia Mendez
& Her Family’s Fight for Desegregation also showed the diversity of age ranges that can benefit
from teaching with culturally relevant biographies. I used the book previously with an eleventh
grade sheltered United States History class and then with a graduate level social studies methods
course. During the research study the book was used by two of my participants. The same book
was then introduced into a first grade classroom with students who were mostly ELs. Separate is
Never Equal: Sylvia Mendez & Her Family’s Fight for Desegregation impacted different classroom settings in a variety of ways, but the purpose of using the book was the same. The implementation of a text in which students can relate is powerful.
Discussion of Results
This research study is an exploration into how teachers and tutors of Latino English
learners use culturally relevant biographies during instruction. ESOL teachers and tutors were
eager to use culturally relevant biographies during their instruction. All participants believed the
use of culturally relevant biographies would increase engagement. While many of the ESOL
teachers and tutors were unaware of the term culturally relevant, at the start of data collection
through discussion and defining the teachers and tutors came to understand the term more fully.
The teachers and tutors all stated they would use the culturally relevant biographies in future instruction.
Furthermore, the use of culturally relevant biographies had a positive impact on the
teacher and tutor reported student engagement. The positive impact was derived from the multiple data sources (See Figure 27): interviews, observations, field notes, and survey results. ESOL
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teachers and tutors cited the use of historical figures instead of historical facts as the main incentive to using the text. Many of the teachers and tutors commented on students enjoying the use of
Spanish words and phrases used throughout the texts. The participants also stated that the students were able to relate to the historical figures in the biographies.

Interviews

Increased
Engagement
Observa:ons/
Field Notes

Survey
Results

Figure 27 Triangulation of Data Sources
Additionally, unexpected engagement came from the teacher and tutor participants. Engagement was concluded from the data sources (see Figure 27). A few ESOL teachers and tutors
showed an emotional response to the culturally relevant biographies. Moreover, many of the participants stated that they learned about the historical figures while teaching the students. Participants questioned where they could find texts similar to ones in the study. Additionally, participants offered suggestions for local historical figures that could be included in the study. The primary findings from the research study have been compiled in Table 13.
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Table 12 Culturally Relevant Biography Study Findings
Culturally Relevant Biography Study Findings
•
•
•
•
•

Teacher and tutor reported student engagement was increased when books were
introduced.
Teacher and tutor engagement was increased when books were used.
Teachers and tutors need information on access to culturally relevant books.
Teachers and tutors believed studying historical figures was more interesting than
studying historical facts.
Teachers and tutors need professional development on culturally relevant teaching.

The findings of this investigative study on culturally relevant biographies impact on EL
engagement may be beneficial to many in the field of education. Elementary school teachers can
learn from the candid reflections of the participants. Additionally, social studies teachers can
take note of the participants’ responses on interest in historical figures. The engagement level of
the students may encourage teachers and teacher candidates who are reluctant to include culturally relevant texts due to time constraints. The results of this study may provide answers on how to
engage emergent bilingual and trilinguals with unfamiliar social studies content.
Professional development coordinators and creators may benefit from the results of this
research study. In-service teachers may benefit from education on Latino historical figures, since
participants noted they were unaware of historical figures prior to study. Additionally, in-service
teachers may find value in professional development on diverse children’s literature. Participants
in the study had never heard of books and had questions on how to find children’s literature focusing on minoritized perspectives. Books are hard to locate since only three percent of children's books have Latino main characters (Rich, 2012).
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Teacher educators could use results to help inform teaching practices. Teacher educators
can review the surprising engagement of the participants and model coursework around including Latino historical figures. Additionally, teacher participants noted in interviews that they had
no coursework in preparation programs on instructing ESOL social studies. Also, teacher educators may find it beneficial to work with teacher candidates on including diverse children’s literature into lesson planning.
Furthermore, curriculum and textbook developers would benefit from the results of this
research study. The call from the participants to include more culturally relevant historical facts
during instruction could help to revamp course standards and materials. Additionally, the increased engagement from students and participants shows a need for an addition to historical figures studied.
Implications for Actions
While individual representatives of states may argue that United States History content is
becoming too liberal and straying from the founding fathers (Fischer, 2015; SR 80, 2015), states
cannot dismiss the newly passed 2015 Every Student Succeeds Act. The act calls on states to
support English learners and will provide resources to schools and districts. The Senate Committee on Health, Education, Labor and Pension summarized the Act’s implementation regarding
English learners (December 3, 2015):
Helps states support English learners– This bill provides resources to states and school
districts to establish, implement, and sustain high-quality language instruction educational programs designed to ensure that English learners, including immigrant children and
youth, develop both English language proficiency and meet the same challenging academic standards that all children are expected to meet. The bill requires states to measure
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school districts’ progress in these areas, and provide assistance and support to those in
which language instruction educational programs are not effective. The bill also provides
incentives to states and school districts to implement policies and practices that will lead
to significant improvements in the instruction of English learners, including effective professional development for teachers and parent and community engagement practices. The
bill affirms the state’s responsibility to establish and implement statewide entrance and
exit procedures for English learner programs, and provides additional information to
states and school districts to help meet the needs of long-term English learners and English learners with a disability.
The incentives for practices that will lead to "significant improvements" for English learners has
a direct impact on the outcomes of this research study. The use of culturally relevant biographies
with Latino English language leaners demonstrated improvement in the area of student engagement. This research study can be used in the area of teacher professional development. Additionally, funding may be available to produce more culturally relevant biographies under the recently
passed bill.
Due to the increasing need for teachers who are trained in working with ELs (Ruiz-deVelasco, Fix, & Clewell, 2000), teachers often find themselves placed in situations where they
are unequipped to engage English learners in learning about the history of the United States
(Szpara and Ahmad, 2006). Furthermore, since United States History is regarded as one of the
hardest courses for recent immigrants due to students’ new content (Dunne & Martell, 2013),
creating supplementary material like Peters’ Striving to Overcome (1969) and Herra's (2014)
Portraits of Hispanic American Heroes could provide teachers with resources. Materials that
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teach students to see themselves as a part of America’s past and future will empower ELs (Nieto,1999).
The use of United States History workbooks containing culturally relevant biographies
could be included in sheltered and push-in social studies classrooms. The revival of books such
as Fearon and Janus (1990) Hispanics in U.S. History workbooks (See Figure 28 and 29) could
be useful for ESOL social studies teachers. Even with dated material such as Hispanics in U.S.
History, my former students enjoyed using parts of the culturally and linguistically relevant
workbooks.

Figure 28 Hispanics in U.S. History through 1865
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Figure 29 Hispanics in U.S. History 1865 through the Present
The workbooks helped teachers to include Latino heroes in the social studies classroom
throughout the entire duration of the course. Students might enjoy learning about Sor Juana Ines
de la Cruz, a Hispanic poet, Bernardo de Galvez, an American revolutionist, and Joseph Hernandez, the first Hispanic congressman. Additionally, students could experience the stories of Captain Maximiliano Luna during the Spanish-American War and Octaviano A. Larrazolo and his
quest to make sure Latino Americans could vote and have government jobs. The recreation of
this type of culturally and linguistically relevant workbook would be beneficial to teachers of
Latinos.
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Additionally, the books used in this research study could be added to classroom book collections and library shelves. Furthermore, teachers and teacher educators can start their own collection of culturally relevant United States biographies for Latinos. The chart below (see Table
14) can serve as a guide for building a personal library collection. Furthermore, the chart can easily be modified to work with a variety of populations. As a classroom teacher, a library of culturally relevant biographies that represents the diversity of students could empower students and
increase engagement.
Table 13 Culturally Relevant United States History Biographies for Latinos
Book Title
The book
Historically Setting is in Latino/a
tells the sto- Accurate
United
Characters
ry of a real
States
person’s life

Characters speak
Spanish and English

Ex. ¡Si, Se
Puede! /
Yes, We
Can!: Janitor Strike in
L.A.

✔

✔

✔

✔

✔

Ex.Sylvia
and Aki

✔

✔

✔

✔

✔

Ex. The
Revolution
of Evelyn
Serrano

✔

✔

✔

✔

✔

As a social studies methods instructor, my students create a culturally relevant classroom
library wish list (see Table 15). The wish list allows the teacher candidates to keep track of books
they come across in courses, classrooms and conferences. By having the teacher candidates tie
the books to standards and topics, it allows them a platform to write purposeful grants and to
seek alternate funding. Teacher candidates should be encouraged to expand on standards to in-
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corporate their diverse student populations. Current practitioners and teacher educators could use
wish list to enhance their culturally relevant book collections.
Table 14 Culturally Relevant Classroom Library Wish List

Culturally Relevant Classroom Library Wish List
Book Title
Ex. Pancho Rabbit
and the Coyote: A Migrant's Tale

Grade(s)
1-4

Subject(s)
Social Studies, Language Arts

Ex. Enchanted Air:
Two Cultures, Two
Wings: A Memoir

6-10

Social Studies, Language Arts

Ex. Dear Primo

K-3

Social Studies, Language Arts

Standard(s)
NCSS standards:
Culture; Time,
Continuity,
Change; People,
Places, Environments; Power, Authority and Governance; Global
Connections
NCSS standards:
Culture; Time,
Continuity,
Change; People,
Places, Environments; Power, Authority and Governance; Global
Connections
NCSS standards:
Culture; Time,
Continuity,
Change; People,
Places, Environments; Global
Connections

Topic(s)
Immigration,
“Illegal” Immigration

Cold War, Cuba, Revolution,
Bilingualism,

Mexico, Family, Spanish/English Vocabulary,
Community

Furthermore, teachers can include culturally relevant political cartoons and photographs
into their instruction. Photographs of Latino American heroes such as Adelina Otero-Warren (see
Figure 30) could be used to teach emergent bilingual and trilingual students and enhance biographies. Students today live in a world were they are surrounded by visuals. Visuals can be used
to enhance social studies instruction (Nix, 2015). Otero-Warren is shown with other members of
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the women's suffrage movement. She was a strong advocate for Latino American voting rights.
Additionally, Otero-Warren was the first New Mexican woman and first Latina to run for a national office (Ruiz & Korrol, 2006).

Figure 30 Women’s Suffrage Movement (1915) Identified women in photograph: Ella St. Clair
Thompson, Alice Paul, and Adelina Otero-Warren. Bergere Collection, NMSRCA, Santa Fe,
N.M. Courtesy of the State Records Center and Archives.

Moreover, teachers can use culturally relevant photographs to help draw on students’ linguistic skills. Teachers can ask students questions based on their language levels. Photographs
drawing on a previously read biography, will allow students to visualize the Latino American
hero.
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Level One (Entering):
What building may be in the background?
Who is in this photograph?
What are the women wearing?

Levels Two and Three (Beginning and Developing):
What are these women gathering? Defend your answer.
Where do you think this photograph was taken?
What do you think the women are going to do next?

Levels Four and Five (Expanding and Bridging):
What does this picture have to do with the story we just read about Adelina OteroWarren?
Why was a photograph of this group of women necessary?
In what ways could this photograph have been used during the era in which it was taken?
As recent political cartoons urging immigrants to return to their homelands spread quickly on the World Wide Web, some teachers may reject the use of culturally relevant teaching even
with if the practice is more engaging for immigrants and English learners. Teachers should leave
political beliefs opposing immigration outside of their classrooms. Students deserve to feel welcomed in school and are guaranteed a right an education by the 14th amendment. Educators must
reflect on their reasons for teaching and to make those purposes inclusive.
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As a white woman of English descent, I reflect on my own family background. Should
only immigrants who emigrated from the “Right Little Isle” and speak the unofficial “official”
language of the United States have a place in the history books? All students should see themselves throughout the curriculum. The History of Florida: Past and Present (1923) reports my
paternal family's entrance into the United States in 1907:
Samuel Brammar, one of the most progressive citizens and businessmen of Saint Cloud,
Osceola County, claims the "Right Little Isle" of England as the place of his nativity, his
birth having occurred at Hanley in Staffordshire on the 22nd of April, 1886. He is a son
of Thomas and Mary (Darling) Brammar, of whose eleven children he was the ninth in
order of birth. He was reared and educated in his native land and there remained until
1907 (see Figure 31), when, shortly after attaining to his legal majority, he came to the
United States and located at Trenton, New Jersey, where he remained about three years
and where he attended the School of Arts and Sciences (p. 330).
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Figure 31 April 9, 1907 Immigration List
As an educator who includes the stories of her students throughout her courses, I use both
the full biography of my great-grandfather (See Appendix D) and his immigration records (See
Figure 5). While my family’s immigration story differs from many of my students’ experiences,
the story also has similarities. My great-grandfather came for schooling. Additionally, he came
without his family and would remain that way for the duration of his life. To date, my immediate
paternal family is the only sect of the Brammar family in the United States. Furthermore, differences are discussed such as: the ship my great-grandfather came on, the land he left behind, and
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the language he spoke. Teachers can weave their own stories throughout their courses with hopes
their students will share a piece of their background.
Limitations of Study
My personal interest in the research created inherent bias. Many of these biases come
from previous classroom and instructional experiences. I recently taught United States History to
Latino ELs. As a United States History teacher, I implemented culturally relevant biographies
into my classroom instruction. Thus, I favor this pedagogical approach.
Additionally, the state of the research study is home to almost one million immigrants
(Migration Policy Institute, 2011) and nationally twenty five percent of all children are either
foreign born or first generation Americans (National Center for Education Statistics, 2010).
While the growing number of ELs made the state a great place to implement a study focused on
Latino English learners, the political climate of the Southeast limited the research study. In the
state where ICE, Immigration and Customs Enforcement, is waiting for students to get off busses
and knocking on their doors (GATESOL, 2016), the advocacy role of the ESOL teacher has expanded along with the age range of deportation. Studies have not yet shown how childhood deportation will impact classroom teaching. Additionally, in the state of the research study, one
Senator is pushing for English as the official language (S. 675, 2016). If this bill passes, communication with parents in their home language will not be allowed. The results of this could
breakdown the ESOL teacher-parent relationship. Furthermore, immigrant students recently
unanimously lost a case against the state Supreme Court for an appeal for in-state tuition
(Downey, 2016). This decision deepens the divide between the ESOL classroom and the college
campus. Subsequently, as Title III, a federally funded program to support English learners,
shrinks with new ESSA legislation, Department of Educations across the country are waiting on
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the Federal government to see how ELs will be serviced under Title I, a federally funded program to support all students (GADOE, 2016).
The anti-immigrant nature of the southeastern United States possibly impacted the research study. Many school systems with large EL populations were not welcoming to the research study. The quick rejection from some districts insinuates the denial was due to nature of
the research. While the research was completed in a grant- funded tutoring center with students
from a large metropolitan school system, a school system might have been the best place to
complete the research study.
Recommendations for Further Research
The rapidly growing ESOL population and the hidden cultural backpacks the students
bring to school on a daily basis are not being as quickly replicated in the field of research. The
opportunities English learners come with on a daily basis for enrichment of the curriculum in
social studies classrooms is one that should not be missed. The engagement of the teachers and
tutors throughout the research study could be a valuable tool in professional development with
preservice and in-service social studies teachers. The opportunity to increase faculty and student
engagement during social studies instruction could provide a powerful classroom experience. I
have attempted to give educators an approach to including stories of students’ histories into their
classroom content.
There are several items of the research in this study that warrant further research. While
this study took place in an afterschool tutoring center with public school students, replicating this
same study in a public school would enhance understandings. Furthermore, research on the impact of culturally relevant biographies on secondary English learners’ engagement is warranted.
Additionally, as this study was inspired by Peters’ (1969) classroom practices with African
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American students, this study can be replicated with other minitorized perspectives. Moreover, a
study comparing classroom and school libraries to community and school populations would be
of interest.
Furthermore, the participants’ use of the culturally relevant biographies in a variety of
methods would be of interest. While during this study all participants chose to read the text to
their student(s), it would be noteworthy to see different approaches to implementation impact
engagement. Different implementations such as analyzing the visuals in a text and creating Tableaus are examples of implementation I would find of relevance. Additionally, it would be of
significance to see how student creation of culturally relevant biography books impacts engagement. Students could use the books to teach their peers, younger children, and senior citizens.
Additionally, students’ books could be added to their school and classroom libraries.
Students, teachers, teacher candidates, and teacher educators should all study the heroic
efforts of the many Latino historical figures that have positively impacted the course of United
States History. Students deserve to know the Mendez family fought for equal access to schools
for Mexican American children, which laid the foundation for Brown v. Board (United States
Courts, 2015). Students ought to know Adelina Otero-Warren fought for Spanish to be spoken in
school hallways, for election information to be given in Spanish, and was the first woman to run
for Congress (Ruiz & Korrol, 2006). Students should know that Dolores Huerta fought along
side of César Chávez in the 1965 United Farm Workers strike and continues her role as civil
rights activist today (Smithsonian, 2015). “Sylvia,” said her mother. “¿No sabes que pore eso
luchamos?” “Don’t you know that is why we fought?” (Tonatiuh, 2014, p. 3).
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APPENDICES
Appendix A

Appendix B

1. How long have you been tutoring English learners?
2. Do you have classroom teaching experience?
a. How long have you been teaching?
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b. Did your teacher education preparation program prepare you to teach social studies?
c. Do you believe your teacher education program prepared you to teach English
learners? Why or why not?
3. What does culturally relevant mean to you?
a. What materials would you consider culturally relevant?
4. What do you think about using biographies to teaching United States History concepts?
5. In the past, what materials have you used to tutoring social studies concepts?

Appendix C
1. Which book(s) do(did) you use during instruction?
2. Why did you choose these books?
3. What is your opinion about using culturally relevant biographies to teach United States
History topics?
4. How did your use of culturally relevant biographies impact engagement during social
studies instruction?
5. How did you implement culturally relevant biographies into your instruction?
6. Will you use culturally relevant biographies in your future instruction?

Appendix D
Transcribed from: The History of Florida: Past & Present, The Lewis Publishing Co.,
Vol. III, page 330, 1923.
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BRAMMAR, SAMUEL, one of the most progressive citizens and business men of Saint
Cloud, Osceola County, claims the "Right Little Isle" of England as the place of his nativity, his
birth having occurred at Hanley in Staffordshire on the 22nd of April, 1886. He is a son of
THOMAS and MARY (DARLING) BRAMMAR, of whose eleven children he was the ninth in
order of birth. He was reared and educated in his native land and there remained until 1907,
when, shortly after attaining to his legal majority, he came to the United States and located at
Trenton, New JERSEY, where he remained about three years and where he attended the School
of Arts and Sciences. He became identified with the building business at that place, and he resided for a time also at Princeton, New Jersey.
In the autumn of the year 1910 Mr. BRAMMAR came to Florida and engaged in contracting in mason work, with headquarters at Saint Cloud. He erected several buildings here, and
continued his contracting operations until 1915, since which time he has owned and conducted a
well equipped clothing and shoe store which receives a substantial and representative supporting
patronage. He is a member of the County School Board in his home village, is chairman of the
building committee having in charge the erection of the new library building at Saint Cloud, and
is secretary of the local organization of the Ocean to Gulf Highway Association. Mr.
BRAMMAR is actively identified with the advancement of the citrus fruit industry in this
section and is vice-president of the local Board of Trade, and was a leader in patriotic service in
Osceola County in the period of the World War, he having been an executive in the local drives
in support of Government war loans, Red Cross work, etc. He is aligned loyally in the ranks of
the Democratic Party, and is a Knight Templar Mason.
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In 1915 Mr. BRAMMAR wedded Miss HARRIET BARTLETT, of Saint Cloud, and
they have two sons, CHARLES HENRY and SAM NEILL.

